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2ABSTRACT
The study is based on a survey of academic achievement and occu­
pational aspirations among secondary school pupils in Mozam­
bique, one among the few countries in Africa that have opted to 
follow a socialist path of development and which have taken some 
concrete measures towards that goal. The main objective of the 
study is to ascertain to what extent Mozambican secondary school 
pupils' social and cultural background influence their academic 
achievements and educational and occupational aspirations. The 
research was based on a sample of 829 grade 6 to grade 11 
pupils attending six secondary schools in Mozambique, in the 
academic year 1986. The research consisted of the administration 
of self-completion questionnaires to pupils; the interviewing of 
headmasters at each of the schools; and an examination of the 
records of each of the pupils in the sample. The specific measure 
of academic achievement used in this study was the proportion of 
grades failed at secondary school.
An analysis of the six sampled schools indicated that the 
Frelimo school was an elite school in terms of the background of 
the majority of its pupils and of its physical and pedagogical 
resources. No substantial differences were found between the 
other five schools. Significant differences were found in the 
repetition rates between the Frelimo and the other schools.
The findings suggest that family background variables had a 
significant, influence on academic achievement. Pupils from non 
manual backgrounds appeared to fail less grades at secondary 
school than those from manual backgrounds. The most important 
variable associated with academic achievement appeared to be the
3language spoken at home. Pupils who spoke Portuguese at home were 
less likely to fail at secondary school than those pupils who 
spoke one of the tribal languages. A close association was also 
found between academic achievement and other indicators of social 
advantage such as the type of housing and material goods pos­
sessed. The study suggests that some of the prior studies carried 
out in Africa may have underestimated the influences of family 
background on academic achievement in developing countries. It is 
argued that these other studies used narrow indicators of family 
background, whereas, the present study employed a wider range of 
family background variables.
The study found that parental education and occupation are 
associated with pupils' educational and occupational aspirations, 
but that the relationship is less strong for males, and more 
powerful for females. An analysis of overall gender differences 
in educational and occupational aspirations showed that Mozambi­
can women had lower educational and occupational aspirations than 
their male counterparts. These findings are discussed in terms of 
the efforts made by the Mozambican government to increase female 
participation at all levels of education and employment.
It is suggested that class-based subcultures are emerging 
in Mozambique and may have a direct influence on pupils' aca­
demic achievement and educational and occupational aspirations. 
These findings are discussed in terms of the Mozambican govern­
ment's attempts to achieve equity in education.
4(c) Elizabeth Robinson 1991
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Glossary and Acronyms
assimilado: an African qualified as equal to a White citizen.
AT: Author's Translation.
CAFOD: Catholic Fund for Overseas Development.
CCR: Conselho Coordenador do Recenseamento (Maputo).
CEA: Centro de Estudos Africanos- Centre of African Studies of
Eduardo Mondlane University, Maputo.
CNP: "Comissao Nacional do Plano (Maputo) National Planning 
Commission".
ensino de adaptacao: education for adaptation - involves a three 
year programme.
ensino primario: primary schooling
ensino liceal: general secondary education
escudo: monetary unit in Portugal, and in Mozambique until 1980.
FRELIMO: initially, " Frente de Libertacao de Mocambique" (Front 
for the Liberation of Mozambique), this acronym was kept as 
the name of the Political party established in 1977.
indigena: refers to the native.
INDE: Instituto Nacional de Desenvolvimento da Educacao (Maputo) 
National Institute for the Development of Education.
lobolo: bride price
MEC: Ministerio da Educacao e Cultura (Maputo) Ministry of 
Education and Culture (1975-1983).
MAE: Ministry of State Administration.
MIO: Mozambique Information Office.
MINED: Ministerio da Educacao (Maputo) Ministry of Education 
(1983 -)
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MNR: initially "Movimento Nacional de Resistencia de Mocambique", 
later "Resistencia Nacional Mocambicana" (RNM or Renamo), an 
anti-Frelimo force.
MT: metical - Mozambican currency.
NSE: Novo Sistema da Educacao - New System of Education.
OMM: "Organizacao da Mulher Mocambicana"- Mozambican Woman's 
Organization.
ONP: "Organizacao Nacional dos Professores" - National 
Organization of Teachers.
PPI: "Plano Prospective Indicativo" (ten-year prospective 
indicative plan for 1980-1990)
regulo: traditional or Portuguese-appointed chief.
SNE: Sistema Nacional de Educacao - National Education 
System.
UEM: Universidade de Eduardo Mondlane (Eduardo Mondlane 
University)
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CHAPTER ONE
INTRODUCTION
The educational survey on which this study is based is intended 
to provide data on the relationship between the academic 
achievement and aspirations of Mozambican secondary school 
pupils on the one hand and family background and school variables 
on the other hand.
In this chapter the author will address the problem 
examined in this study and its significance.
In any study carried out of secondary school students in 
Africa it should not be forgotten that we are dealing with a 
very small proportion of the total secondary school-going age 
group. According to Johnstone et. al., 1987, "..... Mozambique 
still has over 90 per cent of all pupils concentrated in the
primary level " ( Johnstone, Kaluba, Karlsson and Nystrom,
1987:5).
Why should we study only the fortunate few, as Clignet and 
Foster (1966) have called secondary students?
The author feels that few studies have been 
carried out of those young people who are to be found outside the 
formal education system. It is much easier to question full-time 
students than those outside the formal education system. It is
17
also easier to carry out studies on secondary school pupils than 
primary school pupils. In Mozambique there are fewer pupils at 
the secondary than at the primary level. The secondary pupils 
tend to be more concentrated in urban areas. They also find it 
easier to understand and fill in questionnaires in Portuguese, 
than the Primary school pupils.
It must not be forgotten that pupils at the
secondary level are important as most of Mozambique's medium-and 
high-level manpower pass through secondary school. They also 
exercise much of the political power within the country and adopt 
patterns of behaviour which have important consequences for 
society in general and its development. Thus, the educated
minority have an importance much greater than their numbers.
1.1 The Subject of this Study
The explosion in education enrollment immediately after 
Mozambique gained Independence in 1975, is a clear sign that 
education was regarded as a valuable acquisition. In 1980, the 
census recorded around one quarter of all Mozambicans over five 
years of age as participating in education (CNP, 1983*) . At the 
Primary level, enrollment increased 2.2 times from 1973 to 1979 
(CNP, 1984). In 1980, the Mozambican Government had to take 
the decision to limit the enrollment of pupils, as teachers were 
in short supply and could not cope with dramatically overcrowded 
classrooms. In parallel with cuts at the Primary level, the
general trend in all secondary levels has been one of expansion 
(CNP, 1985).
The negative consequences of the rapid expansion of
education after Independence, was that academic quality (as 
measured by the examination system in every grade) had fallen; 
learning quality was low and the drop out and failure rates high 
(Deble, 1986).
1.2 Repetition and Drop-out in Primary Schools
In Mozambique the Primary level is from first to fourth 
grade. Grade one in the Primary school is equivalent to the first 
form of the Primary school in Britain. In 1981, standard primary 
entry age in Mozambican schools was defined as seven years, with 
the condition that, if enrollment targets were not met, six year 
old children who showed the ability to cope with the demands of 
the first grade could also be admitted.
The following table is based on a survey, carried out by 
the University of Eduardo Mondlane in 1982, of a cohort of 6,800 
pupils in the outlying suburbs of Maputo city.
TABLE 1.1
Primary School Efficiency in Maputo, 1982
Grade Pass (%) Repeat (%) Drop-out
One 48.7 33.1 18.2
Two 34.8 41.8 23.4
Three 40.7 46.2 13.1
Four 57.2 32.7 10.1
Source: MEC, 1983
It can be seen from the above table that a high percentage of 
pupils either repeat a grade or drop out of school. Over 50% of 
pupils from grades two and three are in the repeat and drop-
19
out category. Table 1.2 shows the primary school repetition 
rates for the country as a whole during the period, 1980-1982.
TABLE 1.2
Primary School Repetition Rates in Mozambique, 1980-1982.
Grade 1980 1981 1982
One 32.4 29.6 31.1
Two 28.0 30.2 30.9
Three 23.4 27.0 30.7
Four 20.2 24.1 25.7
Source: MEC, 1983.
In Primary education, only around 5% of a cohort complete 
four grades of schooling in four years (Johnston et. al., 1987). 
Other calculations (Duvieusart,1986) on the early 1980's pass, 
repeat and drop-out rates estimated that only half of all 
enrollees ever reached third grade, only a third ever reached 
fourth grade (having each on average spent nearly eight years in 
the system), and only a fifth of enrollees ever pass fourth 
grade. Consequently, only a small group of pupils are entering 
the secondary level of education: but given the expansion of 
schooling, in practice around 60-80,000 fourth grade graduates 
left school each year up to 1985, of whom only half or two thirds 
found secondary places (CNP,1986; Duvieusart, 1986; Deble 1986). 
Whilst, the Government policy was to encourage everyone to get 
Primary education, in order to get some literacy, numeracy and 
ideological training, it did not have the resources to send all 
children on to the secondary level (CEA 1984). In a sense, 
extreme selection procedures needed to be applied. By 1980 there 
were already troubles with the number of 4th grade graduates who
20
expected, but could not find, access to paid employment or fur­
ther schooling. The government felt that this problem could be 
solved by extending the primary level to a seven year programme 
in the New System of Education that was to be introduced in 1983. 
The seven year old entrants would be better able to start work at 
once if they left school at the age of fourteen or above (John­
ston, 1986).
Only a minority of entrants complete primary (or other levels 
of) education (Table 1.3).
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TABLE 1.3
Primary education after Independence
Total*
enrolment
Graduates 
Grade 4
Graduate: 
enrolment
Number
of
Teachers
Number
of
Teacher Schools 
:Pupil
Year
1975 671,617 19,660 1:34 10,281 1:65 5, 235
1976 1,276,500 25,269 1:51 15,000 1:85 5, 853
1977 1,363,000 39,563 1:34 16,142 1:84 7 r 076
1978 1,426,282 62,774 1:23 16,308 1:87 7, 104
1979 1,494,729 74,029 1:20 16,810 1:89 7, 170
1980 1,387,192 82,689 1:17 17,030 1:81 5, 730
1981 1,376,865 83,393 1:17 18,751 1:73 5, 709
1982 1,333,050 58,814 1:23 20,584 1:65 5, 722
1983 1,220,139 65,225 1:19 20,769 1:59 5, 886
1984 1,303,650 72,743 1:18 21,045 1:62 4, 990
1985 1,311,014 75,204 1:17 20,286 1:65 4 , 649
1986
Total
1,305,582 a)
659,363
*Includes optional pre-primary
a) Last year before introduction of new primary final Grade 5 
hence no primary finalists.
Source: CNP, 1985; 1987; MINED, 1988
At the Primary level (Table 1.3) enrollment initially 
exploded, doubling in the space of a year and reaching its 
highest level in 1979. In that year, the Mozambican Government 
decided upon a proposal from the Ministry of Education to take 
measures to improve the quality of schools. Teacher training
22
was given priority and enrollment was reduced by cutting down 
the pre-primary grade and closing small schools with low attend­
ance. Since 1981, enrolment has continued to fall, but mostly due 
to the activities of the Mozambique National Resistance 
group.
The graduate:enrollment ratio indicated in Table 1.3 
is indicative of the high rates of drop- out and exam failure. 
After 1979, priority for enrollment in the first grade was given 
to seven year old children. This reduced the pupil-teacher ratio 
and class size.
1.3 General Secondary Education
In Mozambique, general secondary education was divided into 
separate lower, middle and upper secondary schools, the large 
majority offering fifth and sixth grade, a small number 
seventh-ninth, and a few, tenth-eleventh grade. Table 1.4 
demonstrates that the general trend in all secondary levels after 
Independence has been one of expansion. It can be seen that the 
total number of pupils enrolled at the fifth-sixth grade level 
has increased from 20,427 in 1975 to 113,948 in 1986. The in­
creases in the number of pupils enrolled at higher levels of 
secondary education have not, however, been so substantial. The 
total number of pupils enrolled at the tenth-eleventh grade level 
has only increased from 1,330 in 1975 to 2,220 in 1986. Up to 
1982, after finishing middle secondary school almost all pupils 
had been allocated to jobs, only a few going on to pre-university 
training in Maputo. This would partially explain the lower 
levels of enrollment at the upper secondary level. It is also
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notable from Table 1.4 that the number of pupils graduating from 
the different levels of secondary education is very small in com­
parison to the total number enrolled. This is indicative of the 
high rates of repetition and drop-out. The various explanations 
put forward by the Ministry of Education to explain the high 
rates of repetition will be discussed later in the chapter. 
Table 1.4 also shows that there has been an increase in the 
number of teachers and schools at the general secondary level. 
In 1977 there were only 1,872 secondary school teachers in Mozam­
bique, but by 1986, the number of teachers had nearly doubled to 
3,422. The number of secondary schools in the country had in­
creased from 31 in 1975 to 208 in 1986.
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Table 1.4
General Secondary Education in Mozambique after Independence.
5-6th Grade 7-9th Grade 10-llth Grade 5th-llth Grade
Year Enrol Grad Enrol Grad Enrol Grad Teacher Scho<
1975 20,427 3, 600 4,597 570 1, 330 225 na 31
1976 32,304 5,920 4,306 604 1, 019* 200 na 94
1977 43,468 10,191 4,409 915 317* 150 1,872 94
1978 62,660 9,899 4,756 442 427* 210 1,853 88
1979 85,401 12,270 7,414 285 784* 300 2,479 97
1980 79, 899 18,182 9,729 1,035 845* 300 2,087 100
1981 78,215 16,111 10,748 1,923 872 312 2,211 102
1982 80,746 14,169 1,2478 1,704 1,187 274 2,361 116
1983 91,044 14,329 14,351 1, 656 1,580 187 2,523 135
1984 103,970 20,176 17,461 1,829 1,967 367 3,066 146
1985 111,283 14,949 21,623 1,730 2,162 337 3,377 167
1986 113,948 15,953 23,847 1,532 2,220 418 3,422 208
Total 155,749 14,255 3,280
^Including pre-university students enrolled at the university. 
Enrol = enrollments 
Grad = graduates 
n.a. = not available
Source: CNP, 1985; 1987; MINED, 1988.
1.4 Secondary School Efficiency in Mozambique
Table 1.5 shows a high rate of repetition and drop out in each 
grade. It can be seen that a higher percentage of pupils repeat 
in the fifth and sixth grades, as opposed to the seventh and 
eighth grades. In 1978, 44% of pupils repeated the sixth grade,
as against, 26% of pupils in the eighth grade.
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This results in a higher percentage of pupils in the 
lower grades and fewer pupils in the higher grades, as can be 
seen in Table 1.6. In 1976, 59% of secondary school pupils were 
in the fifth grade, compared to 2.5% in the ninth grade (Table 
1.6). In 1978, the percentage of pupils in the fifth grade 
increased to 69%, whereas the percentage of pupils in the ninth 
grade dropped to 1.1% (Table 1.6).
It can be seen that some of the data from Table 1.5 is 
missing. A possible explanation for this could be that, due to 
mismanagement or the effects of the activities of the Mozambique 
National Resistance (MNR), some of the secondary schools in the
country were unable to supply the Ministry of Education with
relevant data onl repetition and drop-out for all the grades
Table 1.5
Secondary School Efficiency in Mozambique , 1978-1982 (%).
Grade Five Six Seven Eight Nine
Year
Pass 35 42 56 57 48
1978
Drop out 25 14 20 17 28
Repeat 40 44 24 26 24
100 100 100 100 100
Pass - - 68 62 59
1980
Repeat 30 25 18 13 20
Drop-out - - 14 25 21
1981 Repeat 19 29 - - -
1982 Repeat 20 26 — — —
Source: MEC, 1983
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Table 1.6
Pupil Distribution per Secondary Grade (row %)
Grade
Five Six Seven Eight Nine Percent
Year
1976 59 29.4 5.2 4 2.5 100
1978 69 24.2 4.3 1.4 1.1 100
Source: MEC, 1980c.
Education Expenditure
Table 1.7 shows the relative distribution of spending on
education from the state budget for 1981 and 1984. It can be
seen that 55% of the state budget is spent on Primary education
and 19% on lower and middle secondary education. The rest of the
budget is distributed between the remaining levels of education. 
Table 1.7
Annual costs per pupil at each educational level.
1981 1984 Budget
Unit Index Budget Unit Index %
Level Cost MT Cost O,“o cost MT cost
Primary 1 - 4 1,260 1 55.6 1,763 1 55
Secondary 5 - 9 6,587 5 18.7 6,866 4 19.9
Second. 10 - 11 18,560 15 0.5 25,161 14 1.2
Technical 21,488 17 9.5 29,810 17 9.1
Teacher Train. 29,054 23 4.7 41,598 24 4.9
University 131,603 104 7.8 203,029 115 7.5
Adult ed.* 221 — 3.2 541 — 2.4
* Approximation
Note: US$1 =29MT(1975) - 40 MT (1986)
Unit costs calculated on enrolment figures. 
MT = Metical (Mozambican currency).
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Source: Duvieusart, 1986: 9-11; Johnston et.al., 1987:14.
From 1981-1986, the Gross National Product dropped by 
35%, overall state expenditures by 58% and educational 
expenditures by 48%. During this period the education system was 
receiving relatively fewer financial resources in real economic 
terms (Marshall, 1990t) .
"On the one hand, notions of educational efficiency 
popularized by such organizations as the World Bank and 
UNESCO see grade repetition as a form of "wastage" 
which raises unit costs while also taking away places 
which could have been made available for children not 
receiving the benefits of schooling. On the other hand, 
curbing grade repetition seems to contradict another 
prevalent educational notion which justifies letting 
weaker and less endowed children proceed through the 
curriculum at their own pace" (Nkinyangi, 1982:200).
In Mozambique, grade repetition was seen as a serious wastage 
of resources. Repetition results in: inefficient pupil flow; it
costs the country a lot of money; and leaves no space for other 
applicants.
The late President, Samora Machel, in his visits to schools 
in the country, stressed the importance of getting good marks in 
examinations:
"With their work, with their daily effort... paying 
taxes and building schools, the people invest money 
in the education of the pupil... Thus the pupil must 
know how to correspond to these sacrifices of the 
people by obtaining good marks and being 
exemplary...We invest in pupils who have good marks, 
marks above 14 (of a maximum of 20). Those are heads 
where the soil is fertile.. The medicore pupil will 
only be an agent for the diffusion of mediocrity" 
(Tempo 19/4/1981:40; AT).
As mentioned earlier in the chapter, the definition of
schooling quality in Mozambique was to a large extent based on
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academic results in the system of tests and examinations. Howev­
er, it can be seen from Tables 1.1-1.6 above, that there is a 
high rate of repetition in all the grades. Table 1.5 shows a 
high rate of repetition in each grade at the secondary level. 
Various reasons were put forward by the authorities to account 
for the high rates of repetition. These included low teaching 
quality; language difficulty ; shortages in textbooks, basic 
didactic material and equipment; problems linked to the war, and 
the following family background factors: parents educational
level, parents' demands for their children's labour, pupils' 
diet; parental interest in the child's progress at school 
(MEC,1983). It was felt that those children who did not speak 
Portuguese at home would experience difficulties at school. 
Portuguese is Mozambique's official language as well as the 
language of instruction at both primary and secondary levels. Low 
levels of schooling amongst the parents would determine the 
amount of help children would receive with their school work. If 
children had to help with household chores which would include 
queueing for food (due to the food shortages in the country), as 
well as collecting water and looking after siblings, it would 
leave them with very little time for school work. Many pupils 
suffer from a poor diet and are likely to arrive at school under­
nourished. The problems linked to the war refers to the attacks 
carried out by the MNR in the different parts of the country 
(MEC, 1983) . -
There are also problems of early drop-out forced on pupils 
by lack of food, long distances to school, pregnancy and 
premature marriages among girls, and family economic needs (MEC,
29
1983).
1. 5 Significance of the Study.
Many' studies have been undertaken, in developing 
countries, in an effort to identify the main determinants of 
academic achievement. These studies will be reviewed in the 
following chapter. However, in the case of Mozambique, no 
previous studies have explored the determinants of secondary 
school achievement (personal communication with the Vice Minister 
of Education, 1986). The general research problem examined in 
this study constitutes an investigation of the extent to which 
the Mozambican secondary school pupil's socio- economic, cultural 
and school environment determine his/her academic achievement. 
This study assesses the effects on achievement of a wide range 
of family background variables. No national data exists on which 
to base a discussion of family background and exam performance 
(personal communication with the Ministry of Education). It does 
not examine the relative importance of family background versus 
school factors.
This study is potentially significant in important ways. 
The study concerns Mozambique, one of the few countries, in 
Africa to have adopted Socialism as its model of development. The 
government has put forward various policies to extend general 
education to the masses so that basic knowledge does not become 
a monopoly of the elites. In terms of the overall political 
and general educational objectives of Mozambique, the 
proletariat and organized peasantry should have priority access 
to schooling (Frelimo, 1983*) . This means that pupils are 
selected for admission to lower and middle secondary school on
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the following bases: exam results; social class origin-children
of peasants and workers should have priority; and age-the younger 
pupils are given priority. The Fourth Congress Party 
Education Directives for the period to 1985 lay down the bases 
for education planning for the near future. "In general 
education, by defining selection and orientation criteria, we 
must ensure a correct social (class) composition of the student 
population at each level and for each type (sub system) of
education11. (Frelimo, 1983*: 9; AT). Thus, the Directive to pay 
more careful attention to the social composition of each level 
should give special weight to the class origin selection 
criteria, increasing the proportion of workers' and peasants' 
children in secondary education. However, these criteria can 
often be contradictory, especially age of graduation and 
excellence of results as against social class, so children of
peasant extraction are probably most disadvantaged on these 
criteria (Johnston, 1986). In 1980, 57% of all enrolled pupils
were from a peasant background as against 85% of the 
Mozambican population (CNP,1982c). There is a tendency for 
peasant children to start school at a higher age, mainly because 
they have to walk long distances to school. Language policy (that 
is, adopting Portuguese as the National language), combined with 
the examinations system privileged towns over the country 
side, and better off groups over the rest (Johnston, 1986).
Whoever gets advanced secondary education is likely to become a
member of the elites and to secure wage employment in the modern 
sector.
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It should be instructive to compare the findings of 
this study with those Africa countries which have no philosophy 
of equitably distributing educational opportunities. Some of 
these studies are reviewed in the following chapter.
The present study also examines the extent to 
which the Mozambican secondary school pupil's socio- economic, 
cultural and school environment determine his /her aspirations.
1.6 Organization of the Study
Chapter two reviews literature related to the present study. It 
pays particular attention to the studies carried out in the 
Developing countries.
In chapter three, a description of the Mozambican background 
is provided. A brief account of Mozambique's History and 
Geography is given. This is followed by a description of the 
Colonial heritage and development after Independence.
In chapter four, an overview of the Mozambican educational 
system is given. The chapter looks at the educational system 
during the colonial period; the educational system after 
Independence; the proposed reform in education (the New System 
of Education) that was introduced in 1983; and finally the 
current problems in education.
Chapter five deals with the methodology. In this chapter the 
author provides a description of the instruments used to 
collect the data, the size of the samples, the procedures of 
data collection, and the general characteristics of the sampled 
schools.
In chapter six a description of the schools and their influence
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on achievement and aspiration is provided.
Chapter seven is mainly concerned with the relationship between 
parental education and occupation and academic achievement among 
Mozambican secondary school pupils. The relationship between 
material factors and academic achievement is also explored.
Chapter eight deals with the relationship between language spoken 
at home and pupils' academic achievement.
In chapter nine, gender differences in educational and 
occupational aspirations among Mozambican secondary school pupils 
will be discussed.
Chapter ten deals with the relationship between parental 
education and occupation and the educational and occupational 
aspirations of Mozambican secondary school pupils.
Finally, Chapter eleven provides a summary of the findings and
conclusions. The main implications of the findings and
suggestions for further research are also dealt with in this
chapter.
33
CHAPTER TWO
REVIEW OF RELEVANT LITERATURE
"The chief practical concern of educators and parents alike 
is how to explain why some children succeed in school while 
others fail. If this question can be answered, there
is hope that measures can be taken to increase the number 
of children who achieve at a high level. Such improvement 
in achievement is expected not only to contribute to 
national welfare and productivity but also to reduce the 
personal unhappiness experienced by pupils who are seen as 
failures, both in their own eyes and in the eyes of others" 
(Postlethwaite,1980:249).
Many studies have been undertaken in an effort to identify the 
main determinants of academic achievement. Some have analysed a 
variety of school-based factors, while others have examined the 
balance between school-based and out-of school factors. Common to 
a large number of studies of the latter kind is the consistent 
finding that the home background is an important determinant of 
level of achievement.
"The group of variables associated with school 
performance can be classified in two major categories: 
a) firstly, factors exogenous and endogenous to the 
educational system, and, b) secondly, natural 
inequalities and cultural differences. In accordance 
with these categories the available material can be 
arranged in four broad groupings..." (Tedesco, 
1983:136).
Tedesco (1983) classifies the variables associated with school 
performance into the following categories: material exogenous
variables includes socio-economic position, nutrition, and 
housing; cultural exogenous variables includes parental 
education, parental attitudes and support, and language patterns;
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material endogenous variables includes school resources, 
and promotion systems; cultural endogenous variables includes 
teachers' training and experience and teaching methods. In the 
present study, the author will use Tedesco's framework and 
examine the relationship between school achievement and some of 
the variables mentioned in Tedesco's (1983) classification. These 
variables are: father's occupation and education; mother's
occupation and education; pupils' diet; material conditions in 
the home; parental interest in child's progress at school; 
language spoken at home; school resources and teachers' training 
and experience.
2.1 Achievement Studies in the West
In the West, research seems to have arrived at some 
consensus concerning the nature of the relationship between 
social class and academic achievement. Most of the evidence 
seems to support the view that some relationship exists but that 
it is modest and usually in the region of a correlation of .26 
to .35 (Jencks et al.,1979; Miller,1970). However, most agree 
that "social class" as such is too crude a variable for 
explaining differences in achievement associated with one's 
social background, and that it is necessary to identify the 
particular aspect of "class" which influence achievement (Swift, 
D. 1968). Although early research revealed that poverty and 
other related aspects of lower social class position seemed to 
prevent children advancing educationally (Burt,1937; Douglas et 
al.,1968; Furneaux,1961 )• As research progressed, more and more 
factors, mostly considered to be class related have been
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identified. It seems that the influence of family socialization 
processes, family interest, and support are more important than 
pure socio-economic status (SES) factors (Wiseman, 1964; Bern­
stein, 1960).
Toomey (1976) reviewed eleven "Western" studies and
demonstrated that in several countries (Britain, United States,
Canada and Australia) about 50 per cent of the variance in
scholastic attainment was accounted for by home background
variables, which consisted largely of
"linguistic stimulus and literacy of the home, the extent 
to which the home provided materials, information and 
ideas directly relevant to school learning, the parents' 
aspiration, the parents' interest, concern for and 
encouragement of the child's education, the physical
conditions of the home, family size and a residual 
measured by SES" (Toomey,1976:228).
Therefore, when all these separate variables related to SES were
accounted for, SES itself accounted for very little. The emphasis
seems to be on "a certain cultural capital and a certain ethos"
(Bourdieu,1973:71). The strongest support therefore seems to be
for a theory concerning these so-called process variables, which
according to Kifer (1977), for example, differ significantly
among the wealthy and impoverished families in the
industrialized world (Kifer,1977).
Whether the school can have any impact in redressing SES 
difference is debatable. Coleman et. al. (1966) concluded that
schools had little influence to bear on children's achievement. 
Coleman et. al. (1966) asserted that differential achievement is
a result of differences in social background and general 
social context and not differential school resources. This point
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was later reiterated by Jencks et. al.(1972), who concluded
that:
"The character of a school's output depends largely on
a single input, namely the characteristics of the 
entering children. Everything else - the school budget, 
its policies, the characteristics of the teachers - is 
either secondary or completely irrelevant" (Jencks et. 
al. 1972: 256)
Whether this conclusion is warranted is open to debate. Indeed, 
this finding has sparked off debates (see for e.g., Dyer, 1968; 
Moyniham, 1968).
In more recent research, Rutter et. al.(1979) found
that schools make a difference and what it is about schools
that makes the difference lies in their formal and informal rules
and in their internal organization rather than anything to do
with expenditures per pupil, teacher experience or training or 
buildings (Rutter et. al., 1979). The studies undertaken by
Tizard et. al. (1988) and Mortimore et. al. (1988) were more
concerned with pupils' progress at school rather than pupils' 
attainment. Whereas studies carried out in the 1950's and 1960's 
were only concerned with pupils' attainment, that is, a pupil's 
achievement at one point in time; the above studies (Tizard et. 
al., 1988 and Mortimore et. al., 1988) were more concerned with 
progress.
"Progress really means change in attainment, and so, 
when we talk about progress, we mean change over a
specified period of time rather than attainment at one 
point in time. Progress is a longitudinal concept". 
(Tizard et. al., 1988:29)
The authors concluded that schools do have an important
influence on pupils' progress (Hartley, 1989).
"Schools do matter, especially in so far as progress
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is concerned. But crucially - and this is clear from 
Tizard's study- initial attainment in the first year of 
infant school is strongly linked to 'background', but 
the relationship between attainment and background 
remains, although it can be reduced to some extent if 
the pupil attends an effective school"(Hartley,1989: 
257) .
School quality may make differences in achievement, especially 
in developing countries because of the great differences in 
school resources and teachers' quality between schools destined 
for children of the elites and those for the rest of the 
population (Court and Kinyanjui, 1980”; Niles, 1981; Somerset, 
1974).
2.2 An Overview of Studies in Developing Countries
The literature reviewed above is concerned mainly with the 
Western World. What is the situation in Developing countries, 
and in Africa in particular? Are the findings of research in 
developed countries easily generalizable to developing 
countries? Are the Western patterns replicated there, (where 
classes are just in their formative stages and are blurred by 
strong kinship bonds (Fallers, 19&£; Peil, 1982)). Since class 
differentiations are just emerging in most developing countries, 
it is difficult to draw clear cut lines (Cooksey,1981;Fallers, 
1966; Goldthorpe, 1965; Lloyd, 1966; Peil, 1982; Thompson, 1981) . 
Often all people in rural areas are classified together in the 
category of peasants or farmers when there may be among them 
farmers owning considerable land, and employing landless 
peasants. These differences are blurred in such analyses. 
Therefore, more refined questions are necessary in order to make 
proper distinctions.
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Besides the above problems, official documents, such 
as census data, are not always accurate and reliable. A dearth of 
detailed data is likely to exist for some time, given the level 
of development and poor communications in developing countries.
In this section, the author will examine the literature on educa­
tion in the developing countries.
Although Simmons and Alexander adopt the view that
"the determinants of school achievement appear to be 
basically the same in bkth developed and developing 
Counrfcr/es “  £5imw\©vss •awd l9S?o:
they note a number of studies conducted in developing countries 
that have results which are contrary to this view. For these 
countries, the home circumstances and student backgrounds are 
much less influential than might have been expected on the basis 
of examining influences in developed countries. Heyneman (197 6^  
found that achievement was unrelated to socio-economic origin 
among Ugandan Primary school children. In fact, Heyneman (1976oi 
found that the high achievers came from the least developed 
districts. Further, Heyneman (1980), after his review of previous 
findings including those of Simmons and Alexander is much more 
positive in rejecting the belief that the strongest influence on 
achievement always comes from the home background. He concludes,
"It is simply not true that the determinants of school 
achievement are basically the same in both developing and 
developed countries" (Heyneman, 1980:403).
Postlethwaite agrees and, on the basis of his experience with the 
International Association for the Evaluation of Educational 
Achievement (IEA) project as a whole, claims that in developing
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countries, there is
" ...only a very weak relationship between home
background and school achievement" (Postlethwaite, 
1980:254).
Postlethwaite (1980) puts forward the following explanation:
"In some cases it is argued that this is because the 
researchers' measures of home background have been 
inappropriate, or that 'class' differences, in terms of 
crystalized in developing countries" (Postlethwaite, 
1980:254)
However, Simmons (1972) in a study carried out in Tunisia 
found that home background, or parental socio-economic status 
generally had a stronger influence on student performance at 
primary and lower secondary grades than the schooling variables. 
This influence diminishes as the student moves upward. In the
upper secondary grades, schooling variables have the greater 
influence. This is demonstrated by other studies which cover many 
grade levels. Carnoy-Thias (1974) for Tunisia, Carnoy (1971) for 
Puerto Rico, Thorndike (1973) and Comber and Keeves (1973). In 
Comber and Keeves' study of terminal secondary science achieve­
ment (the last year of secondary school), the average contribu­
tion of home background is between 0 percent and 2 per cent, 
while schooling policy variables explain over 4 per cent of total
variance. Only the Beebout (1972) study of upper secondary stu­
dents receiving instruction in the Malay language indicates that
socio-economic status is important. However, Niles (1981) in a 
study of urban tenth grade pupils in Sri Lanka, found that there 
was a strong association between the following variables: paren­
tal education and occupation; parents' interest in their child's 
education; parents' aspirations and educational achievement.
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Cooksey (1978) found that in the Cameroun parental help
with homework was associated with above average pass rates for 
class six pupils, particularly in the case of girls. He found 
that the most educated parents are those in the best jobs and 
with some of the highest incomes. This provides them with the 
material resources to assure the education of all or most of 
their children. It allows them to dispense with the labour of 
their children at all times, a luxury not available to poorer 
parents. In this context Cooksey (1978) included as household 
labour, looking after younger children, cooking, fetching 
firewood, cleaning the house, washing clothes and all other 
chores performed by servants in the better-off households, and 
other productive activities such as farmwork and petty commercial 
activities in the urban areas. These activities may effectively 
keep poorer children out of school all the time or at least
reduce their attendance rate and (especially among the girls) 
amount of time available for homework and recreation. In Cook­
sey's (1978) survey of Yaounde primary pupils, boys from elite 
and large trading backgrounds did the least housework and girls 
from large farming, small trading and unskilled manual back­
grounds did the most.
Table 2.1 (from Simmons and Alexander, 1978) 
summarizes the findings of some studies undertaken in develop­
ing countries, on the relationship between academic achievement 
and selected family background and schooling variables. It can 
be seen from the Table that the conclusions of the studies car­
ried out in developing countries are contradictory. On the one
hand, some of these studies suggest that differences in social
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background account for more variation in student achievement than 
differences in school characteristics; on the other hand, there 
are studies that suggest that differences in student achieve­
ment in developing countries derive more from school factors than 
from social background characteristics. As the studies shown in 
Table 2.1 were undertaken in different countries,
"....  it is possible the inconsistent findings may
emanate from the differences in sociocultural context and 
attendant educational policies and practices. The 
possibility that these factors 'contaminate' the correlates 
of academic achievement underscores the pitfalls of 
aggregating countries under the simple rubric of 'developed 
-versus developing '1 (Theisen et. al., 1983: 52).
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TABLE 2.1
Results of Educational Production Function Studies Explaining 
Student Cognitive Achievement in Developing Countries.
Variable and expected 
sign of its relationship 
to student performance
Boarding at secondary 
grade (+)
Statistically 
significant with 
expected sign
Thias-Carnoy 
(grade 11); 
Carnoy-Thias; 
Youdi
Not statistically 
significant, or 
with opposite sign
Beebout
Grade repetition (-) Thias-Carnoy 
(grade 7); 
Simmons-Youdi
Beebout
Double sessions {-] Beebout Schiefelbein-
Farrell
Size of school enrollment 
at upper secondary grades (?
(+)
Thias-Carnoy 
(grade 11); 
Comber-Keeves
Beebout;
Youdi
(-)
Performance and attitudes 
of classroom peer-group (+)
Carnoy-Thias; 
Schiefelbein- 
Farrell(?)
Per pupil expenditures on 
school facilities or 
teachers (+)
Thias- 
Carnoy 
(grade 11) 
Beebout
Average class size, or 
pupil: teacher ratio (-)
Carnoy;
Beebout;
Ryan
Thias-
Carnoy
(grade 7)
Schiefelbein-
Farrell;
Comber-Keeves;
Thorndike
Teacher certificate and 
academic qualification 
at primary and lower 
secondary grades (+)
Carnoy Ryan;
Thias-Carnoy 
(grade 7); 
Schiefelbein- 
Farrell
Teacher certification and Beebout;
academic qualification at Youdi;
Carnoy-Thias
Carnoy
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upper secondary grades (+) Comber-Keeves
Teacher contract (tenure) 
at upper secondary grades 
(+). Teacher experience at 
primary and lower secondary 
grades (+)
Teacher experience at upper 
secondary grades (+)
Carnoy
Thias-Carnoy 
(grade 7); 
Schiefelbein- 
Farrell; 
Carnoy
Beebout
Teacher sex-males at primary 
and lower secondary grades; 
females at upper secondary 
grades (+)
Carnoy-
Thias;
Beebout;
Comber-
Keeves;
Thorndike
Teacher motivation (+) Ryan;
Comber-Keeves
Availability and use of 
library(+)
Homework and free reading 
at home (+)
Beebout;
Thorndike
Schiefelbein- 
Farrell; 
Simmons; 
Comber-Keeves; 
Thorndike
Source: Simmons and Alexander,1980: 86 -87.
Carnoy-Thias
Carnoy-Thias
Carnoy-Thias; 
Carnoy;
Youdi
Thias-Carnoy 
(grade 7); 
Carnoy;
Youdi
Table 2.2 is also from Simmons and Alexander (1980) and gives a 
more detailed description of the sample in Table 2.1.
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TABLE 2.2
Description of Educational Production Function Studies explaining 
Student Cognitive Achievement in Developing Countries
Sample
CountryAuthor(s) 
and
publication
date
Carnoy 1971 Puerto 
Rico
Youdi 1971 Congo
Primary
orlower
Upper
Secondary
182 000 students in 
grades 3,6,9 and 12 
of all public schools
1450 students 
in gradesll and 
12 selected 
randomly from 
25 secondary 
schools
Measure of 
student 
academic 
achievement
Average student 
score on a 
Spanish reading 
examination for 
each school*
Individual 
scores on IEA 
multiple choice 
tests in Arabic 
French and 
arithmetic
Beebout 1972 Malaysia * --- 764 students 
in grades 10 
and 11 in a 
random sample
An index of 
individual 
student 
performance
of 89 secondary relative to
schools that of his 
peers/perfor­
mance defined 
as the differ­
ence between 
secondary 
entrance and 
final exam­
ination scores
Comber-Keeves Chile, 
1973;Thorndike India, 
1973 Iran,
Thail­
and
258,000 students in 
9700 schools randomly 
selectedin 15 developed 
countries and 4 develop­
ing countries. Three 
populations were tested- 
primary students aged 10 
lower secondary students 
agedl4, and students in 
the terminal upper 
secondary year
Individual 
scores on 
internationally 
developed 
multiple 
choice tests 
in science and 
native language 
reading
comprehension**
Schief-
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elbein- 
Farrell 1973 Chile
Ryan 197 3 Iran
Thias-Carnoy
1973
Kenya
353 randomly selected 
grade 8 classes in 
both primary and 
secondary schools 
with an average 
response of 10 
students per class
7 97 grade
2 students
selected
randomly
from 66
rural
schools
in 2 provinces
3405 rural --
primary 
students in 
grade 7 in 
a random 
sample of 
89 primary 
schools
Individual 
scores on 
national 
grade 8 
test in 
Spanish and 
arithmetic
Individual 
scores on 
multiple 
choice tests 
in Persian 
and Arithmetic
Average student 
score on Kenya 
Preliminary 
Examination for 
each school
Thias-Carnoy
1973
Kenya
Carnoy- 
Thias 1974
Students in Average student
115 rural score on
urban schools Cambridge School 
in form 4 Certificate
(grade 11) Examination
for each school
Tunisia 6195 students in grades 
7-11 randomly selected 
from rural and urban 
secondary schools
Individual 
student grade 
point average 
on school 
examinations
* Other endogenous variables in the simultaneous equation model 
were the student's expected level of schooling, self-esteem, and 
desire to transfer to another school.
** Other subjects tested were literature, French as a foreign 
language, and civics.
IEA = International Association for the Evaluation of Educational 
Achievement.
Source: Simmons and Alexander, 1980:82-83
2.3 Recent Research on Achievement in Developing Countries
Heyneman and Loxley (1983) reanalyzed data from the
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International Association for the Evaluation of Educational
Achievement as well as data from 29 countries. They concluded
that school variables had a stronger influence on students'
achievement than home background variables (Heyneman and Loxley,
1983) . However, their findings only applied to achievement in
Science (Lockheed et. al, 1989).
" ....  in the developing countries the potency of a
pupil's home background or social status is 
significantly less than it is in the industrialized 
countries (Heyneman, 1976). Of the variation in student 
learning explained by all the influences taken 
together, education and occupation of the pupil's 
parents account fro 75% in australia, 65% in the USA, 
and 50% in Belgium; but it is less in the lower income 
countries. Parental education and occupation account 
for 45% of the explained vartiation in student learning 
in student learning in Mexico, 33% in Egypt, 20% in 
Brazil and only 12% in India ( Heyneman and Loxley, 
1983)" (Heyneman,1984:299) .
More recent research carried out in Thailand and Malawi by 
Lockheed, Fuller and Nyirongo (1989) found that family background 
had a stronger influence on student achievement than school 
related factors. They suggest that by employing a "broader range 
of family background indicators and more culturally valid 
indicators of social and material background" (Lockheed, et. al., 
1989:241), they were able to demonstrate the importance of family 
background variables on school achievement. They go on to say 
that
"By utilizing narrow and generally Western indicators of 
class parents' occupational and educational stauses), 
previous analysts may have artificially underestimated the 
effects of social class background on student's 
achievement" (Lockheed et. al., 1989:254).
In Thailand they studied the effects of the family 
background on the mathematics achievement of 4,000 grade eight 
pupils from 99 schools in the country. In Malawi, they studied
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the effects of family background on achievement in Mathematics 
and Language of 4th and 7th grade students drawn from 21 
schools. They found that, in Malawi, achievement in certain 
subjects, for e.g., Mathematics and English were more influenced 
by school variables than family background, whereas achievement 
in the main tribal language, Chichewa, was determined more by 
family background. One conclusion drawn by the authors from the 
Malawi study was that
"Achievement in subjects that are less foreign to the 
school's indigenous setting, such as language, is at times 
determined less by the qualities of the school and more by 
family background" (Fuller, 1987:254).
Several studies have shown that family background variables 
appear to determine students' achievement more strongly in urban 
schools, whereas, school factors have a greater influence on the 
achievement of rural and very poor children in Brazil (Wolff, 
1970), Indonesia (Haron, 1977), and Iran (Ryan, 1973).
2.4 Educational and Occupational Aspirations in Developing 
Countries
What are the factors that influence the educational and 
occupational level to which pupils aspire?
"In the West, the development of a distinct class 
structure has led to the emergence of definite class- 
based subcultures.... To the extent that subcultural 
values persist over time, they may become independent 
causes of educational inequalities by discouraging 
working class children from aspiring to educations and 
occupations of a certain level" (Blakemore and Cook 
sey, 1981:76).
Some authors have argued that the situation in Africa is dif­
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ferent, as class based subcultures are either non existent or 
less pronounced than in the West (Foster, 1965; Clignet and 
Foster, 1966). However, the studies reviewed in this section 
demonstrate that in general pupils' social background does affect 
their aspirations, especially at the lower educational levels. 
The present study investigates the extent to which Mozambican 
secondary school pupils' social background influences educational 
and occupational aspirations. Thus, are class based subcultures 
already having some effect on educational and occupational choice 
in Mozambique?
Clignet and Foster (1966) maintain that the common 
experience of secondary education is the main determinant of 
occupational expectations and ambitions not social background. In 
other words, children from ordinary social backgrounds who are 
successful in secondary schooling have occupational goals and 
expectations similar to those of more privileged children. Their 
study showed, however, that social background affected attitudes 
towards teaching as a profession (preferred by those from 
"humble" backgrounds) and elite positions and medicine (prefered 
by those from higher status families). Peil (1968) showed that 
attitudes towards education and choice of occupation vary between 
areas (of Ghana) according to the size of the locality, its 
educational history, educational and occupational structure and 
the attainments of parents and siblings. In another study Peil 
(1972) shows variations in parental attitudes towards children's 
education among different groups of factory workers: 15% of
unskilled workers and 34% of foremen wanted their sons to become 
professional workers. The figure was 9% for those workers with no
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education and 50% for those who had attended secondary school. 
Desire for education for children also varied with age and 
education received. Bibby and Miller (1968) found that there 
were important variations in occupational choice among Ghanian 
fifth-formers which reflected social background. For example, 
over half the pupils whose parents both had post-primary 
education desired occupations in medicine, law and the civil 
service, compared with a quarter of the students with uneducated 
parents. On the other hand, agriculture and teaching appealed to 
similar proportions of pupils in the two groups, although the 
children of manual labourers were seven times more likely to 
choose these occupations than children from elite backgrounds.
As one.might expect there is a strong relationship between 
the type and quality of school attended and educational/ 
occupational aspirations. Somerset (1974) found that the amount 
of further education desired by Kenyan fourth-formers depended on 
the type of secondary school attended: pupils in high-quality and 
status national schools, differed from intermediate local and 
low-quality Harambee schools. Over three-quarters of Harambee 
students were content to stop at "0" Level compared with less 
than a third of those in high-status schools. Conversely, 59% 
of the latter group wanted to go to university compared with 
less than 20% of Harambee students. Clignet and Foster (1966) 
show a similar pattern for Ivory Coast students in different 
streams (agriculture, technical, academic) and cycles (low to 
high).
It is possible that both parental background and the type of 
secondary school attended affect occupational aspirations. It is 
also likely that the effects of subcultural factors are more
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likely to be in evidence at the lower educational levels. The 
further a student progresses up the educational ladder the more 
likely it is that his or her job expectations will reflect those 
of his or her educational level rather than socio-economic 
background.
2.5 Conclusion
This chapter has reviewed the literature on academic 
achievement and educational and occupational aspirations. It 
paid particular attention to the studies carried out in the 
developing countries. The conclusions of the studies on academic 
achievement are contradictory. Some of the studies conclude that 
differences in social background account for more variance 
in school achievement in the industrialized countries than they 
do in the developing countries (Heyneman, 19760 . Other authors 
(Lockheed et. al., 1989) argue that in developing countries
family background variables have a stronger influence on 
academic achievement than school related factors. The present 
study seeks to ascertain to what extent Mozambican pupils' social 
and cultural background influence his/her school achievement and 
aspirations. The detailed hypotheses which provide the general 
framework for the study are discussed in chapter five.
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CHAPTER THREE 
THE MOZAMBICAN BACKGROUND
This chapter is concerned with examining the context in which 
the present study took place. The first section of the chapter 
presents a brief account of the history and geography of 
Mozambique; the second part presents the colonial background to 
the study and the last section looks at development 
perspectives in Post Independent Mozambique.
3.1 A brief account of Mozambique' s History and Geography 
Mozambique is situated on the East Coast of Africa, forming part 
of the Southern African subcontinent. It covers an area of 
799,380 sq km of which 13,000 sq km is lake surface. The coast 
extends 2,470 sq km , and half the country is coastal plain. Most 
of the country is situated at less than 1,000 metres altitude. 
The climate is sub-tropical in the south and tropical in the 
north interior (CNP 1982n) . Two of Southern Africa's largest 
rivers, the Limpopo and the Zambezi flow through Mozambique. 
Mozambique serves as a natural route to the sea for its 
neighbours, South Africa, Zimbabwe, Swaziland, Malawi and Zambia. 
Tanzania occupies the coast to the North (see map of Mozambique).
The climate, rivers and lakes, and the topography give 
Mozambique great agricultural potential (Hanlon,1984) and the 
coast offers enormous fishing resources such as shrimp, prawns 
and lobster (Westman,1978). Mozambique has reserves of coal, 
iron, bauxite, lime, semi-precious stones, as well as small
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quantities of gold and copper.
The country is divided into ten provinces, and has a 
population (1984) of 14,000,000 (13% urban) (CAFOD,1987). The 
capital is Maputo, in the South, with about 700, 000 inhabitants 
(1980). The majority of the population, 85%, is peasantry. 
Population density in the countryside is very low, varying 
between 4 per sq km in Niassa Province and 30 per sq km in 
Nampula province (Mondlane,1969).
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TABLE 3.1
Basic Information
Capital
Population
Area
Language
Religion
Government
Social
indicators
Economy
about Mozambique
Maputo (1980 population 0.8 million)
1984: 14 million (13% urban); growth rate 2.6% 
p.a. At least 1.8 million displaced (March 
1987)
802,000 sq. kms.
Portuguese is the official language
Traditional (animist): 48%
Catholic: 24%
Protestant: 15%
Muslim: 13%
One party state: FRELIMO party officially
committed to Marxism-Leninism. Head of State; 
President Joaquim Chissano 
Life expectancy at birth: 47 (1985)
Infant mortality: for every 1000 live births
350 children die before the age of five 
(1986)
Adult literacy:
1975: 7%
1980:27%
GDP per head: US$140
Growth rate:
1977-81: 15%
1981-85: -37%
Income distribution:
Because of war many parts of the country are 
effectively out of reach of anything to buy 
or sell; others are unable to farm
Foreign debt:
US$3.2 billion (1987)
Foreign trade:
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1980 Imports: $800 million; Exports: $281
million; 1986 Imports: $547 million; Exports 
$79 million
Main exports: cashew nuts, cotton, coal,
prawns, migrant labour
Main imports: food(66% imported in 1986/7);
consumer goods; industrial inputs
Source: CAFOD, 1987.
3.2 The Colonial Heritage
The Portuguese presence in Mozambique started in the 16th 
century, but the colonial occupation was completed only by the
beginning of the 20th century. When Africa was divided by the
European colonial powers at the Berlin conference in 1885, 
Portugal controlled only some coastal enclaves in Mozambique. The 
borders of the Portuguese colonies were established in an 
agreement between Portugal and England in 1891 (Isaacman and 
Isaacman, 1983).
The colonial economy was based on the system of 
forced labour and the provision of services, that is, labour, 
transport, energy and tourism, to the neighbouring countries, 
mainly South Africa and Rhodesia. Portugal benefitted from the 
system by acquiring cheap raw materials, such as cotton for the 
Portuguese textile industries, and foreign exchange. This came 
mainly from the wages paid for hundreds of thousands of
Mozambican migrant mine and farm workers, which was generally 
paid directly to the colonial regime in gold. The capacity to 
import machines, spare parts and consumption goods was completely 
dependent on the system of forced labour and the services
rendered to South Africa and Rhodesia (Westman, 1978;Isaacman and 
Isaacman,1983; Nelson,1984). Portugal itself was an 
underdeveloped country with weak capital, and its colonies served
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to provide inputs to bolster the Portuguese economy (Mondlane,
1969). Mozambique's economy was not only geared to Portuguese
interests, but also to those of other countries, notably South
Africa and Rhodesia, Britain and the United States (UEM,1981).
Mozambique began to be integrated into the Southern African 
economic structure under South African hegemony in the 1860's 
(migrant labour to the South African sugar plantations and dia­
mond fields), and was very fully integrated by the end of the 
colonial period (UEM, 1981).
" When Mozmbique became independent, in 1975, it was one 
of the poorest and most backward countries in the World. 
The scattered peasants lived off land cultivated with the 
simplest of tools, the hoe. Forced cultivation of cash 
crops and slave-like labour recruitment had left their 
heavy mark on the adult population. Skilled black 
workers, to the extent that they existed, had learnt 
their trades outside of their own country, in Southern 
Rhodesia or South Africa. They lived in the southern, 
perhaps also the central, parts of the country, but not 
in the north" (Bertil Egero, 1987:13).
3.3 Post Independent Mozambique 
Mozambique became Independent on June 25, 1975, after a ten year 
armed struggle led by the Front for the Liberation of 
Mozambique (FRELIMO) against its colonial ruler, Portugal. 
Frelimo was formed in 1962 at a Congress in Dar-es-Salaam, 
Tanzania. From Tanzania, Frelimo extended its activities in 
Mozambique until the fall of the 1974 Lisbon government led to a 
somewhat "premature" conclusion of the independence war. During 
the armed liberation struggle, 1964-1974, the Front gained 
experience in setting up new forms of administration and began to 
build a new society in liberated areas, mainly in the Northern 
provinces of Niassa and Cabo Delgado (Munslow, 1983) . The
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Frelimo Party directs the society and the government. At the head 
of the Party are the Executive Political Bureau and the Central 
Committee, which are elected by the Party Congress. At the head 
of government is the elected People's Assembly with the Council 
of Ministers as its executive. Party and State President was 
Samora Machel, who died in a plane crash in 1986, when he was
succeeded by Joaquim Chissano, formerly Foreign Minister. At 
Provincial level, both Party and Administration have similar 
organs presided over by the provincial Party First Secretary and
Administrator. Each district is further subdivided into several
localities, or electoral divisions, in each of which the 
population elects its own Popular Assembly with local 
administrative powers (Frelimo, 1983c) .
3.3.1 The Economy
Frelimo began the task of rebuilding the society and economy 
which, Frelimo claimed, had been sabotaged and reduced to chaos
by the departing Portuguese settlers and foreign companies 
(Frelimo, 1983^ . In agriculture, Portuguese and other foreign 
companies withdrew, in most cases, as did the settler farmers. In 
the process often destroying infrastructures, removing all 
available liquid capital, killing livestock or driving it over 
the border, and removing all vehicles and other moveables 
(Frelimo, 1983t) .
According to Frelimo sources, in industry, machinery and 
plant were sabotaged, assets illegally transferred abroad,
accounting, stock-lists and order books destroyed, while the
skilled workers, all Portuguese settlers, fled the country 
(Frelimo, 1983^ .
In the services, tourism ground to a halt and most
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construction projects were abandoned. Subsequent implementation 
of the official United Nations sanctions against Rhodesia in 1976 
cut a large portion of the transport revenues and put thousands 
out of work, while Rhodesian incursions gave rise to large human 
and material losses. Frelimo estimated the loss arising from
this action and its consequences, at $US 486.5 million 
(Frelimo, 1983j) .
South Africa cut back on migrant mine labour, from 99,400 
workers in 1973 to 44,100 in 1976 (UEM,1981). It also
unilaterally changed the migrant salary payment agreement, from 
paying in gold at a fixed price to paying in gold at "free 
market" rates (i.e. 10 to 15 times less) (Munslow, 1983).
The commercial network collapsed, as the colonists fled and 
vehicles were destroyed or removed. Overall, about 95% of the 
settlers left the country between 1973 and 1977. The GNP is 
estimated to have declined by as much as 20% over the period 
1973-1975, with further decline until 1978 (Frelimo,1983) . 
Frelimo was faced with a ruined economy and no skilled personnel
to run it. Almost all skilled and white collar jobs in the
economy had been held by Portuguese settlers and the illiteracy 
rate was approximately 93% (Isaacman, A. and Isacman, B., 1976). 
Prior to Independence, Portuguese settlers occupied virtually all 
the skilled and semi-skilled jobs in both the urban and rural 
sectors. At Independence there followed a mass exodus of the 
Portuguese settler community. Of necessity, many underqualified, 
inexperienced or incompetent people had to be promoted to 
important posts in the economy and the state apparatus. Frelimo
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nationalized land, rented housing, many agricultural, commercial 
and industrial enterprises, the banks, health and education 
(Governo RPM, 1975) "Grupos dinamizadores" (dynamizing groups) 
were created at all levels to mobilize the population, keep 
control of the political situation, and maintain vigilance 
against further economic sabotage. (Frelimo, 1977o) .
The information on post-independent Mozambique was 
derived mainly from Frelimo documents. It is therefore possible 
that the information is biased. However, the author has also 
consulted work written about Mozambique by non-Mozambicans (for 
e.g., Munslow, 1983; Isaacman, and Isaacman,1976; Hanlon,1984). 
To a large degree their writing represents their own observa­
tion or analysis as informed by their direct experience. Many of 
these authors spent two years or more working in Mozambique for 
the government.
Economic data on independent Mozambique have been faulty 
and unreliable (Johnston et. al., 1987). It was only from 1984
that the government issued quite detailed statistics annually 
(CNP, 1984, 1985,1986,1987) including what was available in
1975, and further breakdowns have been made by the World Bank 
(1985, 1987a) and the IMF (1986).
3.3.2 Mozambique's Language Policy
The language policy was closely linked to Frelimo's 
nation-building project. It selected Portuguese as the official 
national language. The absence of an indigenous language common 
to various ethnic groups or regions raised the prospect that 
selection of any local language would promote regionalist 
tendencies and frustrate the process of national integration
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(Isaacman, 1980) . While Portuguese was the mother-tongue of only
1.2 per cent of the population, the majority of Mozambicans had 
one of sixteen different local mother-tongues. According to the 
1980 Census, 24.4% of the total population spoke Portuguese. 
Among them 20.6 % (over 10 years old) were illiterate, compared 
to 96.4% of the non-Portuguese speakers (Conselho Coordenador do 
Recenseamento, 1983). By 1980, the total illiteracy rate had 
been reduced to 70 per cent among the total adult population 
(over 15 years of age), 88 per cent among women and 56 per cent 
among men. This was a considerable achievement for both primary 
schooling and adult literacy. However, most literate people had 
not completed the primary level of education, that is fourth 
grade. If only those who had completed fourth grade were to be 
considered as functionally literate, then the "functional lit­
eracy" rate would have been only 7 per cent (Conselho Coordenador 
de Recenseamento, 1983).
3.4 The Third Frelimo Congress, 1977.
The Third Congress of Frelimo saw the formal declaration of 
Frelimo's commitment to Marxism-Leninism, transforming the 
organisation into a "Marxist-Leninist Vanguard Party of the 
worker-peasant alliance", in order to direct the process of 
transition to socialism. The Congress outlined guidelines for the 
period of "National Reconstruction" (1977-1979), during which 
pre-Independence production levels were to be attained and 
foreign economic domination was to be eliminated. A planned 
economy on the basis of collective ownership (state and 
cooperative) was to be created (Frelimo, 1977).
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The Third Frelimo Congress established the 
following main social and economic goals: to accelerate the
creation and consolidation of light and heavy industry; to 
promote the socialisation of agriculture and its gradual 
industrialisation; to develop education and consolidate the role 
of the state in the economy, with priority first given to 
agriculture; expanded state participation in the economy; and the 
development of communal villages (aldeias communais). Most of 
the over one thousand villages were created during the first 
years of Independence and, by 1982, 19% of the rural population
was organized in communal villages (Egero, 1987:96). The Frelimo 
Congress stated: "Agriculture will be the base of the economy,
and industry the leading factor and driving force"(Frelimo, 
1977a.: 5, AT) . Production of food, raw materials for industry and 
export goods was put at priority, under the dominant and determi­
nant hand of the state agricultural sector (Frelimo, 1977c) .
In order to assist the recuperation of the economic and social 
sectors, Mozambique turned towards support through international 
cooperation with a large number of countries, in the "East and 
West blocs" alike. It also contracted professionals and 
technicians ("cooperantes") from a number of different
countries. The "cooperantes" accepted two-year periods of work 
at relatively low salaries. The wide range of origins, 
traditions, types and levels of qualification, sometimes created 
difficulties such as communication conflicts and even bad
advice (Johnston, 1986). Payment of part of the salaries was in 
foreign exchange reserves. With the increasing number of 
Mozambicans being trained in all sectors, fewer of the
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"cooperantes" will be absolutely indispensible, but some will be 
needed for a long time (Johnston,1986).
The first priority in budgets since independence had 
been to education. In his first speech as President, Samora 
Machel stated "our schools should be real centres for divulging 
the national culture and political, technical and scientific 
knowledge. The diffusion of this knowledge should aim at 
mobilizing the human nature and potential for the development and 
progress of society" (Machel, 1975k15;AT). Second, priority was 
given to agriculture and to the restoration and redesigning of 
the transport network to handle agricultural production and also 
to connect and integrate the northern and southern parts of the 
country. Third, priority was given to health and social services.
The Third Congress firmly laid down the political 
and economic guidelines for the development of the economy and 
the society for the benefit of the Mozambican people. The economy 
was to subordinate itself to central planning, beginning with a 
series of one-year plans. (Frelimo, 19771) .
3.4.1 The Economy after the Third Congress
In the period after the Third Congress, the economy ran into 
new difficulties. Neighbouring states, first Rhodesia then South 
Africa, made armed incursions, promoted insurgency and carried 
out economic sabotage (Isaacman, A., & Isaacman, B., 1983).
Large-scale flooding of the Limpopo (1977) and the Zambezi 
(1978) displaced more than a quarter of a million people, and 
devastating droughts hit the north in 1981-1982 and the south in 
1982-1983. (Frelimo, 1982).
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The Mozambican government accused South Africa of taking 
over the training, arming and supplying of the Mozambique
National Resistance movement (Isaacman & Isaacman,1983). This 
meant that Mozambique had to divert its efforts and resources 
from development to military needs (Frelimo, 1982). At the same 
time, according to Frelimo, South Africa constantly diverted more 
and more of its import and export traffic away from Maputo 
harbour. (Frelimo,1982). An acute foreign exchange and balance of 
payments crisis developed as of 1981, further cutting import of 
raw materials, parts and producer goods, and consumer goods, 
creating a crisis in industry and food shortages (Frelimo,1983^ .
In mid-1977, the problems in meeting the primary needs of
the country was analysed by a Council of Ministers and ten
Provincial Governors. The main problems identified were still 
largely relevant when the present study was undertaken. They 
were:
a) serious lack of essential products necessary for the life of 
the population, (food, clothing, medicine and hospital 
equipment, etc.) in both the urban and rural areas;
b) lack of other goods and products indispensable to the
functioning and development of the economy (seeds, 
fertilizers, machinery, raw materials for industries, spare 
parts);
c) serious deficiencies in the functioning of structures and
services connected with supply, custom operations and 
distribution of goods;
d) persistent generalized economic sabotage: destruction and
abandonment of industrial equipment or even establishments and
63
enterprises;
e) difficulties in distributing and commercializing the products;
f) lack of an adequate transportation system and other 
infrastructures.
Mozambique had always run a visible trade deficit. 
Exports had normally paid for only half of imports. The balance 
was made up by earnings on invisible account and by capital 
payments. The United Nations Mission to Mozambique reported in 
April 197 6 that the direct losses of foreign exchange earnings as 
a result of applying sanctions to and from Rhodesia was between 
$68 and $91 million a year. Other costs, including the loss of 
remittances by migrant workers, the effect of sanctions on the 
trade deficit, the costs of additional projects to provide 
substitutes for facilities previously available from Rhodesia, 
were calculated by the U.N. Mission to bring the total direct 
costs in the first year of applying sanctions to between $139 
million and $165 million (UNESCO, 1976).
3.5 The Ten Year Prospective Plan (1980-1990)
In 1980, a ten-year Prospective Plan (PPI) was drafted 
to put long-term economic and social development into perspective 
and balance.
The 1980-1990 Decade was named "Decade of Victory 
over Underdevelopment", and a ten-year Prospective Plan (PPI) was 
drafted to set development targets and to focus and direct 
efforts in all sectors. The plan called for unprecedented growth 
and stressed big projects. The plan implied central economic 
direction and technological approaches to development. The
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education component was defined as a major item for meeting 
development needs. One of the many far reaching targets of the 
Decade was to eradicate illiteracy by 1990 (Hanlon, 1984).
War, natural disasters, floods and droughts, shook the 
society. War and hunger became an increasing concern for the 
society as a whole. The ten year plan was abandoned, and a three-
year plan for 1983-85 was drawn up. In the context of Frelimo's
4th Congress, held in May 1983, significant reassessments of the 
situation and future policies were made. The 4th Congress
(Frelimo, 19831) reported that the economy had declined between 
1981 and 1982 and that this had been provoked by intensified
South African destabilization, natural calamities, the world
recession and internal mistakes and shortcomings. The latter
included excessively centralized decision-making, and an
overemphasis on large state farms with a concomitant under­
emphasis on family agriculture.
3.6 The Fourth Congress and Beyond 
In 1983, the Frelimo Fourth Congress reported on the state of 
the economy and the society and issued directives for future 
development.
The Fourth Congress issued the slogan: "Defend our
country, conquer underdevelopment, construct socialism"; and gave 
specific detailed development directives to the economic and 
social sectors for the period up to 1985 (Frelimo, 1983D . While 
the quantitative projections of the ten-year PPI have been seri­
ously undercut by the post 1980 unforeseen developments, its main 
lines were reaffirmed in the Congress (FRELIMO,1983D.
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The PPI's overall political and economic objectives are to lay 
the material and technical foundations for a socialist society, 
thus permitting the country to conquer economic independence, 
increasingly satisfy the needs of the people, reinforce defence 
capacity, and strengthen the power of the worker-peasant 
alliance. The main components of the PPI were: the socialisation
of the countryside (that is, forming peasant producer 
cooperatives and collectivizing the cooperativists and their 
families in communal villages), development of large enterprises 
and heavy industry; training of the work force and economic 
independence (Frelimo, 19839 .
The first decade of Independence had been 
fraught with problems caused principally by prolonged fighting in 
the country. These problems have been exacerbated by serious 
natural disasters and to a certain extent by early Government 
development policies which tended to neglect, for example, the 
important role of small peasant farmers in national food 
production. Today, fighting continues unabated and is the major 
cause of widespread hunger and destitution in Mozambique 
(MIO,1990).
From 1981-1986, the GNP dropped in real terms by 35 
per cent, overall state expenditures by 58 per cent and 
educational expenditures by 48 per cent. In 1986, there was an 
across-the-board budget cut in the state budget of 20 per cent 
(Marshall, 1990).
The result of the economic crisis is that the education 
system has been receiving relatively less financial resources 
in real economic terms. The immediate impact of this is to reduce 
the quality of primary education, and indeed, begin to limit
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access to it.
Between the Fourth and Fifth congresses in 1989, Mozambique 
had embarked on a major economic recovery programme, which was 
intensified with the introduction of the IMF/World Bank- spon­
sored Economic Recovery Programme. Mozambique's Government was 
faced with a financial crisis, provoked by long-standing drought 
as well as the activities of Renamo (the Mozambique National 
Resistance Movement) and government mismanagement. The Mozambican 
currency was devalued, with the exchange rate between the Mozam­
bican metical and the US dollar going from 42:1 in 1987 to 840:1 
by January 1990.
"The intention of the Economic Recovery Programme is 
to revive the economy through efficient use of 
labour and management resources and materials, and 
primarily to reach the the family sector farmers, 
who provide 70 per cent of agricultural produce. Key 
targets in the campaign to halt the decline of 
recent years are production for export and for 
supplies to the urban and rural population, and of 
raw materials for domestic industry. Resources will 
be allocated to encourage production of cotton, 
maize, rice, tobacco and sisal. Light industry and 
food processing will be encouraged to bring more 
goods to the markets and boost the state's tax 
revenue from non-essentials, while essential 
foodstuffs will continue untaxed and to benefit from 
subsidies " (Marshall, 19$£:2S2) .
The Frelimo Party Fifth Congress was held in July 1989. 
As a result of destabilisation and of natural disasters, millions 
of citizens have been rendered destitute and have been displaced 
from their homes. To attend to the needs of the displaced and 
affected people, the government set up the Emergency Programme.
"The immediate goals of economic development are:
rapid increase in agricultural production, with
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priority given to the production of foodstuffs in 
order to set up the level of supplies for the people, 
to increase exports, and to ensure better provision of 
national raw materials for industry;
Strengthening the country's defence capacity... 
The immediate goalsin the social sphere are:
- to preserve, value and extend the people's gains that 
have already been won, bringing together activity by 
the state and by the community and the social forces of 
which it is composed;
to promote the recovery of the social fabric, and to 
restore the family, psychological, moral and ethical
balance disturbed by the war........In education, the
Party promotes the spread of political, technical and
scientific knowledge ...... In this phase, special
attention should be paid to the training of mid-level 
technicians" (Frelimo,1989b: 2,13).
3.7 Mozambique Today
The Mozambique National Resistance (MNR), later known as Renamo 
("Resistencia Nacional Mocambicana") "is an anti-Frelimo force 
created by Rhodesian security forces and later backed by South 
Africa" (Hanlon, 1984:x). The situation in Mozambique today is 
dominated by the fighting between the MNR and the Government 
forces. An estimated 100,000 people have been killed in the 
fighting since 1975; another 100,000 died in the 1983/84 famine 
partly from the effects of bureaucracy but especially because war 
prevented relief; UNICEF estimates that another 400,000 children 
have died because of the collapse of food supplies and basic 
services. Almost two million people have left their homes for 
more protected areas around the towns. In May 1987, the United 
Nations High Commission for Refugees reported 200,000 Mozambican 
refugees in Malawi, 65,000 in Zimbabwe, 23,000 in Zambia and
6,000 in Swaziland (UNICEF, 1987).
Many places, including for example Lichinga, the capital of 
Niassa province, are cut off because the roads are unsafe and the
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railway line has been destroyed. Four out of every ten health 
posts were destroyed between 1982 and 1986, and four out of ten 
of primary schools were out of action by the end of 1985.
3.8 Conclusion
This chapter has provided a brief description of 
Mozambique's history and geography. It also examines 
Mozambique's economic heritage and development, in order to 
provide a clear background against which the education system and 
its development may be put into perspective.
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CHAPTER FOUR
THE EDUCATION SYSTEM IN MOZAMBIQUE
This chapter provides a description of the Education System in 
Mozambique. The first section gives a brief description of the 
education system during the colonial period as well as education 
in the Liberated areas. The second section describes the 
education system from 1975-1982. The third section provides a 
description of the new National System of Education (Sistema 
Nacional de Educacao) which was introduced in 1983. Finally, in 
the fourth section the author will address some of the current 
problems faced in education in Mozambique.
4.1 The Education System before Independence
4.1.1 Colonial Education
During the colonial period, there existed a dual educational
system in Mozambique. To quote Eduardo Mondlane:
"There are two categories of school system..1) the Roman 
Catholic mission schools, whose principal function is to 
educate Africans through the primary level; and 2) the 
more sophisticated government school system, catering for 
whites, Asians and assimilados. The schools for Africans 
are organized as follows:
ensino de adaptacao.. ..(whose) aim is to lead the
indigena gradually from a life of savagery to a civilized 
life. This programme is officially the responsibility of 
the Roman Catholic missions... the school years are: 
iniciacao,....primeira classe, and seounda classe.
Ensino primario - this programme is for students who have 
passed the ensino da adaptacao. It comprises terceira 
classe. guarta classe and admissao (preparation for 
secondary).
The schools for Europeans, assimilados and others are 
organized on the following lines:
Ensino primario. a five - year programme..
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Ensino liceal - including the primeiro ciclo (two years), 
the segundo ciclo (three years) and the terceiro ciclo 
(two years).. (the last) for those preparing to enter a 
Portuguese University1'. (Mondlane, 1969: 61_62)
Mission schools adopted the curriculum used in 
Portugal without any revision, and insisted on the catachism more 
than academic subjects. Pupils were used as an agricultural 
labour force to improve the mission finances. This was known as 
xipadre, as xibalo was the forced labour, a common practice in 
the Portuguese administration (Hedges,1982).
"I studied at the mission, but we weren't well taught.
In the first place, they taught us only what they 
wanted us to learn-the catechism;... Then every morning 
we had to work on the mission land. They said our 
fathers didn't pay for our food or our school things. 
The mission also received money from the government, 
and our families paid them fees. After 1958 our 
parents even had to buy the hoes with which we 
cultivated the mission land" (Gabriel Nantimbo, quoted 
in Mondlane, 1969:72).
While even the French, whose policy was also assimilationist,
revised their curricula in Africa several times to conform to
local conditions, the Portuguese stuck to their policy
"...for the cultural and the spiritual elevation (of 
the natives) through the spread of Christian doctrine 
and education, and for national integration, through an 
intensive Portugalization (Ferreira Rosa, 1973:36; AT).
There was a maximum age limit to enter the final primary 
school examination (Grade 4) and for rural African children, who 
started school at an older age, and had to go through a 
"rudimentary" course designed to teach Portuguese before even 
beginning the official four years course, there were few chances 
of succeeding. They were consequently barred from secondary 
schools because of tuition costs and boarding expenses in the 
towns, where the schools were situated (Mondlane, 1969). By 1950
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only one black Mozambican had completed the fifth and final year 
of upper secondary school. A Mozambican document submitted to 
UNESCO shortly after Independence, stated that a Mozambican who 
managed to reach Secondary or Higher Education "did so at the 
cost of turning into a little black Portuguese, the docile 
instrument of colonialism, whose ambition was to live like a 
settler, in whose image he was created" (UNESCO, 1976:3).
Colonial Education objectives were to give basic 
religious education to the "savage", and to incalculate a "desire 
to work" and the "rudiments of civilization", so that he might 
recognize Portugal as his standard and point of reference, and 
the colonist as his master. (Mondlane, 1967).
"The economic and social role played by Africans in 
the social division of labour did not require any 
significant improvememnt in schooling or training. 
Generally, the economy depended on unskilled (seasonal 
and migrant) labor" (Cross, 1987:569)
In 1961, Mozambique was declared a Portuguese Province 
and therefore an integral part of Portugal - not a Colony - to 
avoid United Nations and international pressure. As all Africans 
became full Portuguese citizens, they would share the same 
curriculum and syllabus with their compatriots in mainland 
Provinces. The "indigenous" status was abolished, and with it 
went the special mission schools for the "indigenous". Table 4.1 
shows the extent of the advance between 1934 and 1974. The Table 
shows a dramatic increase in the number of pupils enrolled at 
the Primary school level between 1964 and 1974. It can be seen 
that in the Public sector, the number of pupils enrolled at 
Primary level increased from 27,904 in 1964 to 623,771 in 1974,
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and in the Private sector, the increase was from 2,415 pupils in 
1964 to 13,053 pupils in 1974.
TABLE 4.1
Primary School Enrolment. 1934 - 1974
Public Private
Mission
(Protestant)
Mission 
( Roman 
Catholic)
Total
1934 3,505 372 493 49,263 53,633
1944 4,019 862 4,149 102,953 111,983
1954 8, 683 1,130 6,7 97 220,799 237,389
1964 27,904 2,415 14,370 373,587 418,312
1974 623,771 13,053 - 636,824
Source: Adapted from Ministry of Education and Culture, 
"Education Systems in Mozambique", 1980b.
A large proportion of the children in secondary and 
higher education were the children of the colonists, most of whom 
left with their parents after independence. In 1973, only 40 
African students were to be found in the 3,000 place university 
in Maputo, Mozambique ( Frelimo,1983d:16).
4.1.2 Education in the Liberated Areas
When FRELIMO, the Liberation Front of Mozambique, was 
founded in 1962, over 90 per cent of the population was 
illiterate. FRELIMO liberated large areas of the North of 
Mozambique over the period 1965-1973. The front gained experience 
in setting up new forms of administration and began to build a 
new society in the liberated areas, mainly in the northern 
provinces of Niassa and Cabo Delgado (Munslow, 1983).
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An important FRELIMO slogan during the war of liberation has 
been: "Educate man to win the war, create a new society, and 
develop our country" (Machel, 1973b:l; AT).
"By 1966 more than 10,000 students were attending FRELIMO 
primary schools in the liberated zones, and by 1970 the 
number had tripled "(Isaacman and Isaacman, 1983: 93-94).
As the armed struggle progressed, FRELIMO schools multiplied and 
experience was gained in educational work: education was linked 
to production and the community, women's emancipation was 
actively promoted, schools were to be run as democratic centres, 
and all those who were literate had to teach others, even if they 
were only a few lessons ahead of their pupils. Particular 
attention was given to the political education of the teachers.
The principle of "counting on our own resources" was imperative, 
as school buildings, books, pens, chalk and maps had to be 
improvised out of local materials. By the end of the armed 
struggle, "more than 30,000 Mozambicans had received primary- 
level or literacy training inside liberated Mozambique" 
(Marshall,1985:166).
4.2 The Education System after Independence (1975 - 1982),
In this section the author will sketch the main features of 
education in the immediate post-independence period. This is fol­
lowed by a more detailed description of the Mozambican Educa­
tion System.
4.2.1 First steps after Independence
At Independence in 1975, the new Government was confronted
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with a staggering 93 % illiteracy rate. In 1973, only 40 of the 
2,000 students enrolled at the Univeristy of Eduardo Mondlane in 
Maputo, Mozambique were black (Frelimo, 1983d). The primary 
concern of the new Government was to dismantle the colonial 
system and spread the new model of education through the whole of 
the country (Ganhao, 1978) . FRELIMO had by then considerable 
experience in education, gained, however, in the very particular 
socio-political context of the liberated territories.
In the new Mozambique, education was not just considered 
to be "a pragmatic solution to a social problem. It is a basic 
political principle" (Mugomba, 1977:216). Thus,
"The new revolutionary education in Mozambique is aimed 
at forming a new Mozambican African personality, a New 
Man, free from all complexes of superiority and 
inferiority, free from superstitious beliefs, self- 
reliant and ready to make his scientific knowledge the 
basis of the new society based on unity and equality. In 
sum, education for us is the principal instrument for our 
liberation, for our real political and economic, social 
and cultural independence" (Mugomba,1977:216).
The Bill for the nationalization of all types of 
schools was one of the first passed "to facilitate the building 
throughout the country of an educational system oriented and 
directed by the Party and the State" (Ganhao,1978:33). This 
meant the end of racially discriminatory types of schools, of 
inequalities in the distribution of resources and teachers, and 
of the catholic Church's monopoly over African education. 
Religious instruction was eliminated from the curriculum. 
(C.E.A., 1984) . The right to education for all was stated in the 
national constitution. The enormous expansion of education is 
documented in Tables.4.2-4.4 and discussed in the following
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pages. After three years in power, the FRELIMO government 
reported to UNESCO:
11 we have experienced a veritable explosion in our
schools. From about 690 000 children with schooling in 
1974, we have reached close to 1 300 000 pupils in 1977. 
The number of secondary schools has jumped from 43 to 103 
in two years... Since independence, we have trained more 
than 2,000 primary school teachers and about 12,000 
others have taken refresher courses. We have started 
training secondary school teachers and, through 
provincial and regional seminars, we have gradually 
raised their pedagogical and political levels " (Frelimo, 
1978:34/ AT).
In addition, campaigns for adult literacy were created to serve 
those who had been denied access to education as children.
Curricula had to be changed, and textbooks written, 
as hundreds of Portuguese teachers and missionaries returned to 
Portugal, and young cadres were confronted with the task of 
administering the system for the whole country with a chronic 
lack of resources and qualified personnel. In the first few years 
the basic structure of the colonial system was retained, while 
massive literacy and teacher education programmes were carried 
out. The illiteracy rate dropped from 93% in 1975 to 72% in 
1980 for the whole population (Commissao Nacional do Plano,1985).
4.2.2 Educational development in Post Independent Mozambique -
Overall Educational Statistics
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TABLE 4,2
School Enrolment in Mozambique. 1975-1984
Year
Primary
Education
General 
5/6 grade
Secondary 
7/9 grade 10/11 grade Total
1975 671,617 20,427 4,597 13,30 26,354
1976 1,276,500 32,304 4,306 645 37,255
1977 1,363,000 43,468 4,409 0 47,877
1978 1,426,282 62,660 4,756 0 67,416
1979 1,494,729 85,401 7,414 0 92,815
1980 1,387,192 79,899 9,729 413 90,041
1981 1,376,865 78,215 10,748 872 89,835
1982 1,333,050 80,746 12,478 1,187 94,411
1983 1,220,139 91,044 14,351 1,580 106,975
1984 1,303,650 103,970 17,461 1, 967 123,398
Source: Ministerio da Educacao, 1985
The above data refers to day courses. Table 4.2 shows that there 
has been a rapid increase in enrolment at both Primary and 
Secondary levels in Mozambique since Independence. At the 
Primary level enrolment initially exploded, doubling in the space 
of a year and reaching its highest level in 1979. In that year 
the government decided to improve the quality of education, 
teacher's working conditions, and their efficient utilization 
(Tempo, 21/10/1979) . Teacher training was given priority. By 
closing small schools with low attendance, enrolment was reduced 
and fell again slightly in 1981. Since then enrolment has 
continued to fall, but mostly due to the fighting that has taken 
place between the Mozambique National Resistance and the
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government (CNP, 1985). It can be seen from Table 4.2 that the 
general trend in secondary education has also been one of 
expansion. There are fewer pupils at the upper secondary than 
the lower secondary levels.
TABLE 4.3
Number of Pupils "graduados" passed at Primary and Secondary
Levels (1975-1984)
Year
Primary
Education
General 
5/6 grade
Secondary 
7/9 grade 10/11 grade Total 
Seco­
ndary
1975 19,660 3,600 570 225 4,395
1976 25,269 5,920 604 200 6,724
1977 39,536 10,191 915 0 11,106
1978 62,774 9,899 442 0 10,341
1979 74,029 12,270 285 0 12,555
1980 82,689 18,182 1,035 0 19,217
1981 83,393 16,111 1, 923 312 18,346
1982 58,814 14,169 1,704 274 16,147
1983 65,255 14,329 1, 656 187 16,172
1984 72,743 20,176 1,829 367 22,372
Source: Ministerio da Educacao, 1985 Commisao Nacional do Plano, 
Direccao Nacional de Estatistica.
Table 4.3 shows the total number of pupils who had graduated 
from both Primary and Secondary school over the period 1975- 
1984. The figures do not differentiate between those pupils who 
have left school and those who continue at school. It can be seen 
that the number of pupils completing Primary education increased
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from 19, 660 in 1975 to 83,393 in 1981. There was a drop in the 
number of Primary school graduates in 1982, due to the Government 
cut backs, in the number of primary schools in the country. In 
1979, the Mozambican Government decided on proposal from the 
Ministry of Education to improve the quality of primary education 
by improving teachers' working conditions and giving teacher 
training priority. By closing down small schools with low 
attendance, enrolment was reduced. Since 1980, enrolment has 
continued to fall, due to the activities of the Mozambique 
National Resistance movement (MNR) (Table 4.4). Table 4.3 also 
shows that there are fewer graduates from the middle (7th-9th 
grade) and higher (lOth-llth grade) levels of secondary education 
than the lower level of secondary education (5th-6th grade). 
Between 1977 and 1980 the 10th and 11th grade courses were 
closed, due to a shortage of pupils as well as teachers. The 
pupils were transferred to the University of Eduardo Mondlane 
in Maputo, where they were placed in teacher training courses 
In 1980, upper secondary courses were re-opened in secondary 
schools, firstly in one school in Maputo and later in schools in 
the provinces.
79
TABLE 4.4
Number Qf_ Primary and Secondary Schools in Mozambique (1975 - 
1984)
Primary Secondary School
Up to Up to Up to
Year Schools 6 grade 9 grade 11 grade Total
1975 5,235 26 7 5 38
1976 5,853 88 23 6 117
1977 7, 076 94 17 0 111
1978 7,104 88 15 0 103
1979 7,170 96 18 0 114
1980 5,730 99 19 2 120
1981 5,709 99 21 2 122
1982 5,722 111 24 2 137
1983 5,886 128 33 5 (b) 135
1984 4, 990 137 (a) 35 4 146
Source: Ministerio 
(a) refers to day
da Educacao, 1985 
school
(b) includes night school
Since 1975, the general trend in all levels of education has 
been one of expansion. This is reflected in the figures in Table 
4.4, which shows an increase in the provision of both primary and 
secondary schools immediately after Mozambique became 
independent.
The following Table (Table 4.5) documents the educational sta­
tistics from the National Census, 1980.
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TABLE 4.5
Education Statistics from National Census, 1980
a) Population: 12, 130, 000
Population over 5 years of age: 9, 682, 267
b) Illiteracy: 75% M: 63.2% F: 86.1%
Illiteracy by age group: 5 - 9  years: 93% 25 - 44 year;
10 - 14: 60% 45 - 64:
15 - 24: 57% 65+
c) Educational qualifications of the population over 5 years
age:
Completed education level Total Total
9-
M F
Illiterate 7,261,417 75 41% 59%
Literate, without 1 
completing primary
,810,529 18.7 70% 30%
Primary ( 4 years ) 480,839 5 77% 23%
Lower secondary (6 years) 79,698 0.8 76% 24%
Middle secondary (9 years) 8,405 0.09 72% 28%
Upper secondary (11 years) 2,835 0.03 68% 32%
Elementary, techn.(7 years) 6,320 0.07 82% 18%
Basic technical (9 years) 10,030 0.1 75% 25%
Medium technical (12 years) 971 0.01 79% 21%
University 4,275 0.04 71% 29%
Other levels 
(teacher tr., etc.) 16,948 0.2 62% 38%
Total 9,628,267 100
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d) Composition of the student body
Level at which studying Total % total 
enrolled
M F
Pre - primary 70,406 3.1 52% 48%
Primary, lit.+post-lit. 1,996,442 88.1 56% 44%
Lower secondary 150,176 6.6 75% 25%
Middle secondary 31,688 1.4 78% 22%
Upper secondary 1,242 0.05 78% 22%
Elementary tech, 1, 000 0.04 77% 23%
Basic technical 9,071 0.4 80% 20%
Medium technical 1,410 0.06 85% 15%
University 2,031 0.09 74% 26%
Other levels 2,295 0.1 72% 28%
Total 2,265,761 100
Source :Conselho Coordenador de Recenseamento, CNP, 1983a.
The statistics from the 1980 Census offer an important overview 
of the composition of the studying population, and indicate 
important relations, for instance, the extremely pointed nature 
of the education pyramid, and the increasing decline in women's 
participation and education through the various levels- from 48% 
in pre-primary to 22% in upper secondary.
Groth (1987) compared the secondary and higher 
education enrolments in Mozambique with other Third World 
Marxist states, and found that in Mozambique, the "proportion of 
population in secondary and third level enrolment is lowest of 
all these states" (Groth, 1987:340)
Groth (1987) goes on to say that:
"Mozanbique's relatively unfavourable situation vis-a-vis
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other Marxist states seems to result from a combination 
of factors. One of these was great inherited neglect of 
schools under Portuguese colonial rule. Few black 
children were enrolled in institutions of learning in the 
early 1960's, with an estimate of only about 200 persons 
on average in secondary education during the decade. 
Drought, famine, and underdevelopment were exacerbated by 
domestic turmoil and warfare. A critical impediment to 
Mozambique's educational development has been the 
financial and physical burden of war. The war has been 
virtually uninterrupted over most of the country's 
territory, primarily against the MRM (Mozambique 
Resistance Movement) and by invasion fron South Africa 
(earlier also from Zimbabwe) by powerful forces 
infiltritating and carrying out punitive raids" (Groth, 
1987: 341) .
The following section will provide a description of 
the primary and secondary education system in Mozambique during 
the period 1975-1986.
4 . 3 P r imary and Secondary Educat i on in Mo z a m b i q u e .
The first part of the section will describe the Primary 
education system in Mozambique and the second part will deal with 
secondary education.
TABLE 4.6
Different Levels of the General Education System, 1975-1986.
Educational Level Grade
Primary 1 - 4
Lower secondary 5 - 6
Middle secondary 7 - 9
Upper secondary 10 - 11
4.3.1 Primary Educat ion
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As can be seen from Table 4.6/ the Primary level consisted of 
four grades. The subjects taught in all grades are: Portuguese, 
Arithmetic, Drawing, Manual Work, Physical Education and Cultural 
Education. History, Geography, and Natural Sciences are taught 
in the third and fourth grades. Pupils are expected to take part 
in school production outside school hours. School production 
refers to agricultural production and any other manual work.
" participating in manual work is designed to eliminate
elitist ideas and to create a sense of common purpose between the 
educated minority and the mass of Mozambican peoples" (Isaacman 
and Isaacman, 1976:72). Pupils have to pass the end of year 
national examinations in order to progress to the next grade.
In order to meet the huge demands for education after 
independence, the Primary schools operated on a two-shift basis, 
7.00-11.30 and 13.00-17.30. In 1981, the Government stated that 
children aged seven were to be given priority in admission to the 
first grade, as well as those six year olds whose "development 
is sufficient to meet the psycho-pedagogical demands of learning 
and education" (Machel, G., 1979:10) . There was also an increase 
in the number of teachers (Table 4.7) . All the teachers at the 
Primary level were Mozambican. Many of the teachers had not 
received any formal teacher training and teaching quality was 
low. Despite the Ministry of Education's attempt to train new 
teachers and upgrade existing ones in 1981, 64% of Primary 
school teachers did not possess any teaching qualification. Most 
of the teachers had either completed Primary Education (4th 
Grade) or Lower Secondary (6th grade) (Flinck, 1983). Teaching 
was not an attractive career as the salaries were low and the
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hours were long- 9 hours a day, in classes averaging 60 pupils 
(Johnston et. al., 1987).
TABLE 4.7
The Number of Teachers at Primary and Secondary School Levels 
from the period 1975 to 1984.
Number of Teachers
Year
Primary
School
General Secondary 
5/6 grade 7/9 grade 10/11 grade Total
1975 10,281 s.i. s.i. s.i.
1976 15,000 s.i. s.i. s.i.
1977 16,142 1,872 1,872
1978 16,308 1,853 1,853
1979 16,810 ' 2,479 2,479
1980 17,030 2,087 2,087
1981 18,751 2,211 2,211
1982 20,584 2,361 2,361
1983 205,769 1,751 484 80 2,315
1984 21,045 2,290 577 111 * 3,066
* includes 88 teachers not distributed by levels.
s.i.: sem informacao disponivel (no information available)
Source: Ministerio da Educacao, 1985.
Most of the Primary Schools that were located in 
rural areas, as well as some of those in the towns, were very 
small and were in a poor state of repair. They also suffered
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from shortages in equipment, furniture, textbooks and basic 
didactic material- chalk, exercise books, pencils and pens. The 
classrooms only possessed a teacher's table and chair and the 
pupils had to sit on the floor (Ministerio de Educacao e Cultura, 
1983) .
4.3.2 General Secondary Educat ion
After completing Primary School, pupils have three choices for 
continuing education: general secondary schooling, enroll in a
technical school or join in adult classes at night school (MEC, 
1982) . This section deals with general secondary schooling, over 
the period 1975-1986.
Soon after Independence in 1975, there was a rapid 
expansion in the number of secondary schools. But the expansion 
was mainly at the Lower Secondary level, with only a small number 
of schools offering the Middle and Upper levels of Secondary 
education (refer to Table 4.4)
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TABLE 4.8
General Secondary Schooling: numbers enrolled at different levels 
between 1974-84
(Figures in '000, except ratios and number of schools)
1974/5 1977 1979 1980 1982 1984
5th - 6th Grade
Enrolment 20,4 43,5 85,4 79,9 80,7 104,0
Graduates Grade 6 3,6 10,2 12,3 18,2 14,2 20,2
6th grade
Graduates: enrolment 1:5 1:4.3 1:7.0 1:4.4 1:5.7 1:5.2
7th - 9th Grade
Enrolment 4,6 4,4 7,4 9,7 12,5 17,5
Graduates Grade 9 0,6 0,9 0,3 1,0 1,7 1,8
9th grade
Graduates: enrolment 1:8.1 1:4.8 1:26 1:9.4 1:7.3 1:9.5
10th - 11th Grade
Enrolment 1,3 0,3* 0,8* 0,8* 1,2 2,0
Graduates Grade 11 0,2 0,2 0,3 0,3 0,3 0,4
11th grade
Graduates: enrolment 1:5.9 1:2.1 1:2.6 1:2.8 1:4.3 1:5.4
5th - 11th Grade
Teachers na 1,9 2,5 2,1 2,4 3,1
Teacher : pupil ratio na 1:26+ 1:37+ 1:43+ 1:40 1:40
Schools (units) 31 94 97 100 116 146
n.a. = not available
*Includes the pre-university course at the university 
Source: CNP, 1985.
In 1980 the Government had to take the decision to limit the 
enrolment of pupils at the Primary level, as teachers were in 
short supply and could not cope with dramatically overcrowded
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classes and double shifts. Teachers could not cope with the 
double shifts as it would involve teaching from 7.30 in the 
morning to 6.30 in the evening. Primary and lower secondary 
enrolment was cut by 8% (MEC, 1982) and expansion moved up to the 
higher levels of secondary schooling.
4.3.2.A Lower and Middle Secondary Levels
The following subjects are taught at both the Lower and Middle 
Secondary levels: Portuguese, Mathematics, Biology, History, 
Geography, Political Education, Physical Education, Cultural 
Education, Manual Work and Drawing. English, Physics and 
Chemistry are taught only at Middle Secondary level (MEC, 
1980). The pupils at the Secondary level are also expected to 
participate in school production.
Due to the increased demand for schooling, many of the 
Lower Secondary schools operated two day shifts and one night 
shift for adults. Middle Secondary had one day and one night 
shift.
Table 4.9 shows the rapid increase in secondary school 
enrollments from 1973 to 1979. It can be seen that the number of 
pupils enrolled at the lower and middle secondary level has 
increased from 33,000 in 1973/74 to 94,400.
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TABLE 4.9
Lower and Middle Secondary Enrollment, 1973-1981
Year Number of Pupils
1973/74 33,000
1975 23,980
1976 37,255
1977 47,877
1978 67,416
1979 92,815
1980 90,950
1981 89,835
1982 94,400
Source : Commisao Nacional do Plano, 1984
Mozambican teachers teach at the Lower Secondary level, 
whereas both Mozambicans and expatriate teachers teach at the 
Middle Secondary Level. Lower Secondary school teachers are 
supposed to have completed sixth grade education themselves and 
undertaken two years of a teacher training course. However, 
there were teachers who had not completed a teacher training 
course. Untrained teachers were encouraged to pursue teacher 
training courses (CNP, 1984).
Middle Secondary school teachers' are supposed to have 
completed ninth grade and two years teacher training. As there 
was a shortage of trained Mozambican teachers at this level, 
expatriate teachers were employed on a two-year contract from 
1975 to 1986, when the present study was carried out. The 
government continues to employ expatriate teachers (personal
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communication with the Minister of Foreign Affairs, 1990).
The following table documents the qualifications of 
Secondary school teachers.
TABLE 4.10
Mozambican Secondary Teacher Qualifications (1981)
Grade Secondary Teacher Qualification (% )
Sixth Grade 8
Seventh or Eighth Grade 35.5
Ninth Grade 37
Eleventh Grade 9
University 2.5
Other 8
Total 100
Source: MEC, 1983
Note: Figures are approximations
Table 4.10 refers to the percentage of teachers qualified by 
the highest level of qualification. Most teachers at the 
secondary level have either completed eighth or ninth grades. 
Only 3% of secondary school teachers are university graduates.
The quality of the Lower Secondary schools was 
generally inferior to the Middle secondary, as the buildings were 
older with inferior laboratories and equipment. The schools were
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fairly well furnished with desks, blackboard chair and table for 
teachers.
There was a shortage of textbooks, as all textbooks and 
programmes used during the colonial period were abolished at 
Independence. By 1982, only the following textbooks had been 
produced: History and Geography texts for some grades, Biology 
for the ninth grade, fifth and sixth grade mathematics books 
and Portuguese readers (MEC, 1982). The shortage of textbooks 
will no doubt have an influence on the quality of teaching.
4.3.2. General Upper Secondary Education
The Upper Secondary level consists of the 10th and 11th 
Grades. In 1977, upper secondary courses were closed, due to a 
shortage of pupils as well as teachers. The pupils were trans­
ferred to the University of Eduardo Mondlane in Maputo, where 
they were placed in teacher training courses.
In 1980, upper secondary courses were re-opened in secondary 
schools, firstly in one school in Maputo and later to schools in 
the provinces. Although secondary school teachers had a better 
rate of pay than Primary School teachers, there was a shortage 
of pupils who wanted to become teachers. The Ministry of 
education was given the power to allocate pupils from the tenth 
and eleventh grades to teacher training, which was unpopular and 
produced reluctant teachers (Third National Education Meeting, in 
Tempo, 24/5/1981.:27) .
Table 4.11 shows the total number of pupils enrolled in upper 
secondary courses.
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TABLE 4.11
Enrollment in General Upper Secondary (1975 - 1984)
Year 1975 1976 1977 1978 1979 1980 1981 1982 1983 1984
Number of
pupils 1,330 1,019 0 0 0 845 872 1,187 1,580 1,967
Source: Commissao Nacional do Plano, 1984
At Independence, there was an exodus of teachers from the higher 
levels, as all the teachers at the higher levels were 
recruited from Portugal. They were replaced by expatriate 
teachers.
The estimated teacher /pupil ratio in 1981, was 1:13 
(Johnston,1986)
The main objective of the upper secondary course is to 
prepare pupils for university courses. The sex imbalance 
continues at the upper secondary level. In 1980 only 30% of 
pupils on this course were female (refer to Table 4.5).
4.3.3____The Technical and Adult Education Sub-System
The Technical Education Sub-System was operating during the 
colonial period, mainly at the lower and middle secondary level. 
During the colonial period, Technical Education did not carry 
high status and was considered suitable for the "indigenas" and 
the less academically able pupils (Lind,1983). The exodus of 
European workers at Independence resulted in a shortage of 
skilled workers in all sectors of the society. The expansion of
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this sub system was therefore considered important for the 1980- 
90 decade (Frelimo, 1983<) . The Technical School System covers 
three levels: elementary technical, basic technical, and medium 
technical. Pupils who wished to pursue an elementary technical 
course must have completed lower secondary education (sixth 
grade); the entrance requirement for a basic technical course 
entrance is after middle secondary education (eighth grade); 
and entrance to the medium level is after (eleventh grade). 
Industrial, Commercial and Agricultural courses were provided at 
all three levels of the Technical course. The Industrial courses 
included courses in metal working, mechanics, construction work; 
commercial courses included secretarial, typing and accounting 
courses; agricultural courses included courses in animal 
husbandry, agricultural mechanization, and general agriculture 
(Johnston, 1986).
The main objective of the Adult Education Sub-System 
was to provide education for those people aged fifteen and 
above. Those in the 15-45 age group were considered most 
important. The Adult Education Subsystem was first introduced in 
1978 when the first literacy campaign was launched (Ministerio 
de Educacao e Cultura, 1982).
The subsystem served various objectives:
"- On the political and social level, it has a 
fundamental part to play in the eradication of illiteracy 
and the raising of the educational level of the working 
population, giving adults access to the education which 
they were denied by the colonial system.
- On the economic level, the subsystem has been accorded 
priority during the present decade, as it should train 
cadres politically and scientifically to increase their 
efficient working participation in the construction of
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socialism...... "(Johnston, 1986: 68; AT).
4.4 Women and Education in Post Independent Mozambique
"The liberation of women is a fundamental necessity for the 
revolution, a guarantee of its continuity and a condition for its 
success" (Machel, 1973a:l; AT).
During the colonial period, women were expected to stay at home 
and produce cash crops. Girls' enrolment in schools was half of 
that of boys' (Gasperini, 1982U . The Organization of Mozambican 
Women (OMM) was formed during Frelimo's liberation struggle and 
in 1973 Frelimo affirmed that women's emancipation was an inte­
gral aspect of revolutionary struggle (Machel, 1973*).. After Inde­
pendence, Frelimo attacked premature marriage and bride price and 
encouraged women to enroll in education. Bride price, or 
"lobolo", as it was called in Mozambique, exercised a negative 
aspect on many aspects of women's lives. It encouraged premature 
marriage and thus prevented girls from continuing with their 
education. The typical age of marriage for girls was the early 
twenties. Fathers would force their daughters to marry when they 
got a good enough offer, taking them out of school for the pur­
pose. The OMM launched campaigns to encourage women to assert 
their rights and to enroll in education in order to achieve 
better status.
In 1980, 40% of pupils who enrolled in primary education were 
girls (CNP,1983a) (refer to Table 4.5). But, as Table 4.12 demon­
strates, there exists a sex imbalance at the secondary level.
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TABLE 4.12
Secondary School Sex Enrollment Ratios 1977-1980 (%)
1977 1978 1979 1980
Male 73 74 73 71
Female 27 26 27 29
Source: MEC, 1980c.
It has been suggested that this sex imbalance is
"due to the influence of the traditional society on 
women and its perception of their role, compounded by 
the limited boarding facilities for girls and a 
parental reluctance to send their girls to boarding 
school" (Johnston, 1986: 88-89; AT).
TABLE 4.13
Women in school (Enrolment figures in '000)
1974/5 1979 1984
Grade Total % Total % Total %
Enrol. Female Enrol Female Enrol Fern;
Pre-primary 341, 8 37 188,7 47 63,3 47
One 160,5 32 584,3 47 479,0 46
Two 87, 9 30 362,8 42 360,5 44
Three 50,2 28 227,4 34 216,5 41
Four 31,2 29 131,5 27 140,2 35
Five 12,4 42 55,7 29 61,8 33
Six 8,0 46 29,7 28 43,0 31
Seven 2, 0 47 4,7 30 8,8 29
Eight 1/7 49 2,2 30 5, 0 30
Nine 0,9 53 . 1/6 41 3,5 30
Source: MINED,1985; Pereira,1987.
Table 4.13 shows that although girls are well represented at
95
lower levels of education, this does not occur at the secondary 
level of schooling. Thus, in 1984, female enrolment at ninth 
grade was only 30% of the total enrolment.
The Government has encouraged parents to send their children, 
especially girls, to school at the correct age; and also to 
prevent the absenteeism and drop-out of their children from 
school (MEC, 1983) .
4.5 Urban/Rural and Regional Access Differences in Post Inde- 
pendent Mozambique.
During the colonial period there were large inequalities in 
the provision of schooling between the different regions of 
Mozambique. Generally speaking, the south of the country had 
more schools than the north, and the urban areas were favoured 
over the rural areas in terms of the number of schools provided. 
However, by 1980 some of the disparities in Primary Education 
provision had been reduced, and two of the provinces in the North 
(Nampula and Zambezi) had "caught up" significantly (Deble, 
1986). However, in 1984, there was a significant drop in 
enrollments throughout the centre and south of the country, due 
to the damage caused by the war. Later, the north was also 
affected and this resulted in a similar decline in enrollments 
(MINED, 1987) .
Table 4.14 demonstrates that these differences have been 
redressed considerably since Independence.
TABLE 4.14
General Secondary Day Enrollment per '000 inhabitants.
Province 1968 1980 1984
Niassa 0.7 5.2 9.0
Cabo Delgado 0.4 4.4 7.3
Nampula 0.6 4.8 6.5
Zambezia 0.7 5.0 6.5
Tete 0.8 7.8 8.5
Manica
Sofala (Beira)
3.8
8.3 10.2
Inhambane 0.7 7.7 9.0
Gaza 0.6 7.8 8.9
Maputo prov. 
Maputo city
13.2
32.1 31.2
* Due to lack of distribution data, the above table does not 
cover general evening classes or technicalsecondary schooling 
which would raise the utilization rates by up to 50% but would 
not significantly alter the relative distrbution.
Source: Johnston, et. al., 1987.
It can be seen from Table 4.14 that the cities of Maputo 
and Beira (in Sofala) are still the highest providers of general 
secondary education, but there has been a significant increase in 
access to secondary schooling in the other provinces.
4. 6_______ The National System of Education in Mozambique
This section provides a description of the National System of 
Education (MEC, 1982) and of current problems being experienced.
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In December 1981, the Minister of Education and Culture Graca 
Machel presented the general outlines of the country's new educa­
tion system to the deputies of the People's Assembly meeting in 
Maputo.
"The NSE has been conceived, designed and implemented 
as a total break with the colonial inheritance and to 
ensure equality of opportunity" (Frelimo, 1987:9).
The National System of Education (NSE) was accompanied by 
innovation in the field of curriculum development, introducing 
new programmes and textbooks in schools. The National System of 
Education guaranteed the access of the workers, peasants and 
their children to all levels of education (MEC,1982).
It was intended to fulfill the following aims:
- eradication of illiteracy
- introduction of universal compulsory schooling
- formation of skilled people suited for the needs of social and 
economical development and capable of scientific, technological 
and culture investigations (MEC, 1982).
The SNE has the following pedagogical orientation:
"- a harmonic and even development of the knowing 
capacities of the pupils in relation to their 
personalities;
- unity between the scientific and the ideological 
education;
- close relation between the studies and the socially 
useful productive work;
- close relations between the school and the community in 
such a way that the school becomes a dynamizing centre 
of the community from which it receives necessary 
orientations in order to apply its education to serve the 
interests and objectives of that same community" (MEC, 
1982:10; AT).
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4.6.1 The Structure o f  the National Education System
"The NSE, while comprising various subsystems and 
levels, is conceived as a single entity, embracing the 
literacy class and the degree course, full - time, part - 
time and accelerated education, the child and the adult, 
working life and continuing study. No stage or course 
leads to a dead - end that would prevent the citizen 
combining production and self-improvement" (FRELIMO, 
1987:10).
Table 4.15 shows the new National Education System Structure as 
planned by 1994.
Table 4.15 
National Education System .Structure, to 1994
Primary Secondary Tertiary University
General
Education
— >1-2— 3-4—5-6-7-
4
General + Adult 
Teacher training
Technical 
Teacher training
Technical
Education
Adult Technical 
Education (night)
Adult — >1
Education
Accelerated
Adult
Preuniversity
->8 —  9-10'
I
->11— 12-
•3->4—5-
->1— 2-3—
I
->1— 2-3-4-
->1— 2— 3—
1^— 2— 3 —4— 5— 6
~
->1— 2— 3~4-~/->l— 2— 3-4— 5 
->1— 2— 3to.> university
4— 2— 3—4^u niversity
->6- •7— I---- >8— 9-> university
->3 -^university
Source: Ministerio da Educacao e Cultura, 1982.
Table 4.15 shows the subdivisions of the National Education 
System and the number of years of education at each level. Pupils 
may stop studying and enter employment at various points in the 
system and the arrows indicate the major exit from the system
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into working life. The following section will describe the 
sub-systems of the National Education System structure. These 
are:
- the sub - system of General Education
- the sub - system of Technical and Professional Education
- the sub - system of Adult Education
- the sub - system of Teacher Training
- the sub - system of Higher Education
There are four levels of General Education: Primary; Secondary;
Intermediate; and Higher.
4.6.2 The Subsystems of the National education System 
General Education
General Education has a broad character without giving specific 
technical skills meant for a specific profession. It is aimed at 
providing a basic education for the whole population, to give a 
preparation for further education as well as professional train­
ing at basic, intermediate and higher level.
Technical and Professional Education
Technical and Professional Education responds to the necessities 
of preparing and qualifying the labour force for socio- econom­
ic development. It includes: technical and professional education 
as well as training and up-grading courses for adults.
" Technical schools already have priority and receive 
the ablest pupils and a disproportionate share of 
resources, along with foreign aid - often in the form 
of overseas staff " (Gray, 1982:16).
Adult Education
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Adult Education has the task of eradicating illiteracy and 
organizing adult education so as to provide an integral and 
unified training and access to technical training for workers.
Teacher Training
Teacher Training had the task of providing trained pedagogic and 
administrative personnel who were to be placed in charge of the 
schools in all other parts of the system.
Higher Education
Higher Education prepares cadres to advanced scientific, 
technical and cultural levels.
The General Education Sub n System
The General Education System is the Central point of the 
National System of Education and provides an integral and 
polytechnical (i.e., academic and practical) training, forming a 
base of admission into each level of different sub-systems. The 
General Education Sub-System was to be introduced one grade per 
year beginning in 1983 and ending in 1994 (MEC, 1982) .
The General Education Sub-System comprises: Primary 
Education; Secondary Education and Pre-University Education. The 
primary education comprises the first seven, classes which 
correspond the universal compulsory schooling and is divided 
into stages. The first stage is from standard one up to standard 
five and the second stage from standard six up to standard seven.
"Surveys1 conducted at the beginning of the 1980's showed
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that in the absence of compulsory schooling, fewer than 
half the children of primary school age were entering the 
schools, and fewer than one in ten of entrants completed 
the full four years of the existing four-grade pattern" 
(Frelimo, 1987:9).
It can be seen from Table 4.15 that the back bone of the system 
will be the general education system which all children will 
enter at the age of seven. Under the SNE the pupil who leaves 
school after the seventh grade should be able to carry out 
certain activities regarded as useful for the society, such as 
carpentery or agricultural production, sewing or cattle breeding, 
plumbing or electrical work (Machel,G.,1986).
If pupils choose to stay on in the Education System after 
completing the Primary level (grade seven) , they have several 
options. They can either stay on in the general education system 
and complete three years of secondary education (grades eight to 
ten) and two years of preuniversity study (eleven to twelve) or 
move into Technical Secondary schools. These schools "offer three 
and four year courses in a wide range of fields from shoe-making 
and welding to journalism and agriculture" (Gray, 1982:16).
However, the previous Minister of Education, Graca
Machel, pointed out that
".... . the fact that education is compulsory and free
must be closely associated, not only with the 
obligations the state must assume to eliminate the lack 
of success in school, but also to the duties of parents 
and guardians to ensure that their children study and do 
not drop out before completing the seven years of 
schooling" (Machel, Graca, 1986:10).
It was also stressed by the Minister that pupils who fail 
twice lose the right to free attendance. However, as pupils are
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obliged to complete Primary Education up to grade seven, the 
family will have to meet the school expenses.
Table 4.16 shows the equivalence between the old and new 
education systems. During the period of transition (1983-1994), 
various parts of the old and new systems were to function at the 
same time. When the present study was carried out in 1986, the 
New Education System had only been introduced in the first three 
grades of primary school. The present study will use the 
terminology applied to the old system of education, as described 
in Section Two of this chapter.
TABLE 4.16
Equivalence between Old and New Education Systems
1975- pre 1 2 3 4  5 6  7 8 9  10 11 university
1982 primary primary lower middle upper
secondary
1983 1 2 3 4 5  6 7  8 9 10 11 12 university
onwards
Source: Duberg and Gorham, 1983
4.7 Current problems and Changes in Education in Mozambique.
This section, provides a brief look at some of the current prob­
lems and changes in education. According to Johnston et. al. 
(1987)
" all indicators reveal a downward trend in coverage,
quality and efficiency at almost every level and in every 
track of the educational system. At the bottom of the 
pyramid, the financing of primary education has been 
reduced to the payment of salaries (whole real value 
dropped by about half from 1981 to 1986). Meanwhile, 
terrorist activities have led to over 2,000 schools being 
destroyed or closed, which has affected about
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500,000 pupils. At the top of the pyramid, the annual 
total sum of graduates from the ninth grade general 
secondary and basic level technical schools dwindled from 
3, 800 to 2,250 between 1982 and 1986 - for a population of 
over 14 million. This means that Mozambique still has 
over 90 per cent of all pupils concentrated in the primary 
level, and that the education structure of the population 
is still about 70 per cent illiterate, 22 per cent have 
less than four years of schooling; six per cent have four 
years of schooling and the more highly educated few 
constitute the last two per cent" (Johnston, Kaluba, 
Larlsson and Nystrom, 1987:5).
As mentioned earlier in the chapter, the Post Independence period
was characterized by a massive explosion at all levels of
education. However, Table 4.17 shows that in the 1980's there was
a decline in enrolments at the Primary level, from 1,311,014
pupils in 1985 to 1, 199, 669 in 1988. There has only been a small
increase in the number of pupils enrolled at the tenth and
eleventh grade, from 2,162 in 1985 to 2,499 in 1988.
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TABLE 4.17
Number of Pupils enrolled in Primary and Secondary Schools (1985- 
1988)
Year
Primary School* Secondary School
EP1 EP2 ESG EPU
1985 1,311,014 111,283 21,623 2,162
1986 1,305,582 113,948 23,847 2,220
1987 1,286,961 75,877 25,362 2,083
1988 1,199,669 78,380 26,201 2,499
EP1 - up to 4th grade till 1986 inclusive; up to 5th grade from 
1987
EP2 - 5/6 th grade till 1986 and 6th grade from 1987.
ESG - 7/9 grades 
EPU 10/11 grades 
* data refers to day courses
Source: Ministerio da Educacao,1988.
The effects of the war waged by the Mozambique National 
Resistance (MNR or Renamo) against the Government, has led to the 
closure of over 3, 000 primary schools in Mozambique (AIM,1990) 
Whereas, in 1983, there were 5,998 primary schools in the 
country, in 1989, 51.6% of these schools had been destroyed or 
forced to close by the MNR (AIM, 1990). However, secondary 
education did not suffer such losses because they were situated 
mainly in the urban areas. During the period 1983-1989, 18% of 
the 17 6 secondary schools in Mozambique were forced to close 
(AIM,1990). Table 4.18 shows that there has been a sharp decrease 
in the number of Primary schools in Mozambique, from 4,649 in
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1985 to 3,647 in 1988. But secondary education has not suffered 
such losses during this period.
TABLE 4.18
The numhe-T £f existing Primary and Secondary Schools (1985- 
1988)
Primary School Secondary School
Year EP1 EP2 ESG EPU
1985 4, 649 156 41 5
1986 4,430 161 39 5
1987 * 3, 927 154 39 5
1988 * 3, 647 163 39 5
* provisional information
EP1 - up to 4th grade till 1986 inclusive; up to 5th grade from 
1987
EP2 - 5/6th grade till 1986 and 6th grade from 1987 
ESG - 7/9 grades 
EPU - 10/11 grades
Source: Ministerio da Educacao, 1989.
In 1987, the Mozambican Government was faced with a financial 
crisis "provoked by long - standing drought and years of 
aggression by South African backed armed bandits" (Frelimo, 
1987:1). This meant that there was a significant decrease in the 
money available for education (Johnston e t . al.,1987). The 
quality and efficiency of education suffered. School buildings 
had deteriorated and there was no money available for their 
maintenance and repair. There was also an acute shortage of 
equipment (Marshall, 1990$.
The Government also faced difficulties in producing or obtaining
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school textbooks. The shortage of trained teachers was further 
exacerbated by the lack of funds available for programmes of in - 
service training for teachers. The quality of teaching also 
suffered due to the fact that many teachers sought to supplement 
their income by teaching at night school (Marshall, 19901) .
4.8 Conclusion
This chapter has provided a description of the Mozambican 
education system.It has described th the Education system during 
the colonial period. This was followed by a description of the 
Education System from 1975-1982 and also a description of the new 
National System of Education which was introduced in 1983. The 
final section dealt with current problems being faced by educa­
tion in Mozambique.
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CHAPTER FIVE 
RESEARCH DESIGN AND METHODOLOGY
This chapter provides a statement of the hypotheses, a 
description of the general characteristics of the sampled 
students and the schools, instruments used to collect data, and 
the procedures of data collection.
This study is based on a survey carried out in Mozambique 
between February and December 1986. The study was carried out in 
Maputo, the capital of Mozambique (refer to the map of Mozam­
bique) . Before undertaking the study, the author had to obtain 
official authorization from the Ministry of Education in Maputo 
and the Vice Chancellor of the Universidade de Eduardo Mondlane 
as the researcher was lecturing in the Faculty of Education. It 
took one year to obtain the "guia da marcha" (permission to 
progress) from both these authorities. In addition, the author 
had to discuss the research proposal with the Minister of 
Education, Graca Machel (the wife of the late President, Samora 
Machel) as well as submit the research questionnaire for inspec­
tion prior to adminstering the questionnaire to pupils attending 
the Frelimo School, as this school was attended by the Mozambi­
can children of Directors, Ministers, Frelimo Party Members as 
well as children of war veterans who had fought with FRELIMO 
during the struggle for Independence.
The headmasters of the six schools in the sample as well as the 
provincial education officer for Maputo were officially 
informed that the project had the approval of the Ministry and
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this helped to ensure the co-operation of all the schools. The 
interviewing timetable was finalized through personal communica­
tion by letter with the headmasters, who were very co-operative.
The six secondary schools included in the study were chosen 
by the Ministry of Education. They were: Escola Polana, Escola
Lhanguene, Escola Frelimo, Escola Francisca Manyanga, Escola 
Josina Machel and Escola Noreste Urn. During the period February 
1986 to December 1986, a total of 829 pupils were interviewed 
in class groups using the Questionnaire (Appendix 1). Of this 
number, 143 pupils were from Escola Francisca Manyanga; 155 
pupils from Escola Llhanguene; 129 pupils from Escola Frelimo; 
169 pupils from Escola Polana; 146 pupils from Josina Machel and 
87 from Noreste Urn (Table 5.2). It was decided to limit the
survey to pupils in Grade six, seven, eight, nine, ten and 
eleven and to exclude pupils from Grade five as these pupils 
had problems in answering the questionnaire, as indicated in the 
pilot study. The teaching unit is called the "turma" (class) and 
usually consists of around thirty to forty students. The explo­
sion in education enrolment, at both Primary and Secondary lev­
els, immediately after Independence meant that in each of the 
sampled schools there were a number of parallel turmas for
each grade. In principle, the schools wished to distribute the 
pupils into turmas according to age as far as possible, that is, 
pupils of roughly the same age being placed in the same turma. 
However, this was not possible in practice, as in most of the
schools, there was a wide range of ages. For instance, in the
Polana school, pupils' ages in the sixth grade ranged from 
eleven to seventeen years. Pupils' age in relation to grade 
and school attended will be discussed in a later section in the 
chapter.
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The author was not free to make a random choice of 
classes in each school - the classes were chosen by the 
headmaster of each school; but the author was assured that these 
classes were not chosen according to any specific criterion which 
would have produced a systematically biased sample. The author 
received the same assurances from the Ministry of Education in 
regard to the selection of the schools included in the sample.
The study was only undertaken in Maputo, as the author had 
anticipated problems with security in attempting to carry out the 
study in other parts of Mozambique or even in schools situated 
ten kilometres outside Maputo. It was not possible to carry out 
the study in other parts of Mozambique due to political unrest in 
the country. In 1986, there were twenty secondary schools in 
Maputo. The sample therefore represented 30% of the total number 
of secondary schools in Maputo.
5.1 Statement of the Hypotheses
The hypotheses which provide the general framework 
for the study were formulated after a survey of the literature 
and from the author's personal knowledge of Mozambican society 
and its educational system. The author has worked in Mozambique 
for nine years and was lecturing in the Department of Education 
at the University of Eduardo Mondlane, Maputo, from 1981-1987.
5.1.1 General Hypothesis
There is a relationship between certain socio-economic factors 
and the achievement of Mozambican secondary school pupils.
The following socio-economic factors were considered important
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for measuring:
a) Father's occupation
b) Father's education
c) Mother's occupation
d) Mother's education
e) Pupils' diet
f) The material conditions of the home
g) Language used in the home - i.e. Portuguese or an African 
language
h) Parental interest in child's progress at school
5.1.2 First Set of Hypotheses
1) A positive relationship exists between pupils' academic 
achievement and the occupation and educational level of their 
parents.
2) There is a positive relationship between the acculturation 
level of the home and pupils' academic achievement. Acculturation 
level is measured by the following variables: parental interest 
in child's progress at school; and use of the official language, 
Portuguese, at home.
3) There is a positive relationship between the material 
conditions of the home and pupils' academic achievement.
5.1.3 Second Set Of Hypotheses
In this section only one hypotheses is put forward.
1) A positive relationship exists between pupils' occupational 
and educational aspirations and the occupation and education of 
their parents.
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5.2 Description of the Schools in the Sample
This section will provide a brief description of the schools in 
the sample.
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TABLE 5.1.
THE TOTAL NUMBER OF PUPILS, BY GRADE AND SEX, IN FIVE* OF THE SIX 
SAMPLED SCHOOLS, 1985.
a) Francisca Manyanga School
Grade Pupils Number Average
of Class
Boys Girls Total Turmas Size
Seven 385 334 719 18 40
Eight 305 226 531 14 38
Nine 341 192 533 14 38
Ten 306 178 484 15 32
Eleven 384 161 545 17 32
Total 1,721 1,091 2,812 78
b) Frelimo 
Grade
Five
Boys
34
Pupils
Girls
27
Total
61
Number
of
Turmas
2
Average
class
size
30
Six 19 49 68 2 34
Seven 20 15 35 1 35
Eight 16 26 42 1 42
Nine 15 16 31 1 31
Total 104 133 237 7
c) Polana
Grade Pupils Number Average
Five
Boys
111
Girls
827
Total
1,604
of
Turmas
39
Class
Size
41
Six 490 310 800 18 44
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Total 1,267 1,137 2,404 57
d) Josina Machel
Grade Pupils Number Average
of Class
Boys Girls Total Turmas Size
Seven 652 548 1,200 30 40
Eight 552 358 910 23 40
Nine 337 285 622 15 41
Total 1,541 1,191 2,732 68
e) Noreste Um
Grade Pupils 
Boys Girls Total
Number
of
Turmas
Clas:
Size
Five 111 742 1,519 38 40
Six 637 485 1,122 27 42
Total 1,414 1,227 2,641 65
* Data for Lhanguene was not available.
Source: School records.
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TABLE 5.2
NUMBER OF TURMAS , 1986.
a) Sample Size: 
Grade
Francisca Manyanga School
Number
of
Boys Girls Total Turmas
Seven 20 14 34 1
Eight 22 12 34 1
Nine 20 14 34 1
Ten 19 8 27 1
Eleven 8 6 14 1
Total 89 54 143 5
b) Sample Size 
Grade
: Frelimo 
Boys iGirls
Number
of
Total Turmas
Six 13 11 24 1
Seven 13 30 43 2
Eight 13 11 24 1
Nine 15 23 38 2
Total 54 75 129 6
c) Sample Size: 
Grade
Polana
Boys Girls Total
Number
of
Turmas
Six 83 86 169 4
d) Sample Size 
Grade
: Josina Machel
Boys Girls Total
Number
of
Turmas
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Seven 26 38 64 2
Eight 34 30 64 2
Nine 10 8 18 1
Total 70 76 146 5
Sample Size: 
Grade
Noreste
Boys
Urn
Girls Total
Number
of
Turmas
Six 45 42 87 2
Total 45 42 87 2
Sample Size: 
Grade
Lhanguene 
Boys Girls Total
Number
of
Turmas
Six 32 34 66 2
Seven 27 20 47 1
Eight 31 11 42 1
Total 90 65 155 4
5.2.1 Escola Francisca Manyanga
Table 5.1 shows the total number of pupils, by grade and sex,
in five of the six sampled schools for the academic year, 1985.
Data for the sixth school was not available.
It can be seen from Table 5.1a that Francisca Manyanga school 
had a total of 2,812 pupils and seventy-eight turmas in 1985. It 
was a middle and upper secondary school (7th-llth grades). Table
5.1a shows that the average class size ranges from thirty-two
pupils in the eleventh grade to forty pupils in the seventh
grade. It can also be seen that girls' participation in all
grades is lower than that of boys, with a sharp decrease in
girls' participation in the eleventh grade. There were 384 boys 
as opposed to 161 girls in the eleventh grade. The Government 
have managed to reduce the sex division considerably, but have
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not redressed inequalities higher up (Johnston, 1986).
In the present study, five turmas from Francisca 
Manyanga school were sampled (Table 5.2a). The number of pupils 
in each grade varied from fourteen in the eleventh, twenty-seven 
in the tenth and thirty-four in the seventh, eighth and ninth 
grades (Table 5.2a).
5.2.2 Escola Frelimo
The Frelimo school was a lower and middle secondary
school (fifth to ninth grade). In 1985, the school had a total 
of 237 pupils, much smaller than the other schools in the sample. 
The school had seven turma's, two parallel turma's for the fifth 
and sixth grades and one turma for the eighth grade (Table 
5.1(b). The average turma size ranges from forty-two pupils in 
the eighth grade to thirty pupils in the fifth grade. There 
were no marked differences between boys and girls in their 
participation rates in the upper grades, with slightly more 
girls than boys participating in the eighth and ninth grades 
(Table 5.lb).
In 1986, the Frelimo school had two parallel turmas for all 
grades, and not just for the fifth and sixth grades as shown in 
Table 5.1b. This reduced the number of pupils in each grade. It 
can be seen from Table 5.2b that the average number of pupils in 
each grade sampled did not exceed twenty-four. In the present 
study, six turmas were sampled, one from the sixth and eighth 
grades and two from the seventh and ninth grades (Table.5.2b).
5.2.3 Escola Polana
Escola Polana was a Lower Secondary School (fifth-sixth 
grades) with a total enrollment of 2,404 pupils in 1985 (Table 
5.1c). Due to the increased demand for schooling at the Lower
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Secondary Level, the school was put on two day and one night 
shifts in 1981. The Headmaster was responsible for both day and
night shifts, but there were different teachers for the day and
night shifts. Table 5.1c refers to the two day shifts. There 
was a total of fifty seven turmas with thirty nine parallel
turmas for the fifth grade and eighteen for the sixth grade.
This suggests that a high proportion of pupils either repeat the 
fifth grade or drop out of school. The average number of pupils 
in each grade ranged from forty-one pupils in the fifth grade to 
forty-four pupils in the sixth grade. There were more girls than 
boys in the fifth grade but this trend was reversed in the sixth 
grade (Table 5.1c).
In the present study four turmas at the sixth grade level 
were sampled (Table 5.2c). The average number of pupils in 
each grade sampled was forty-two. There were no marked 
differences between boys and girls in their participation in the 
sixth grade (Table 5.2c).
5.2.4 Josina Machel
Josina Machel school was a middle secondary school (seventh to 
ninth grade). In 1985, Josina Machel school had a total of 
2,732 pupils, with 1,200 pupils in the seventh grade; 910 pupils 
in the eighth grade and 622 pupils in the ninth grade. There were 
30 parallel turmas for the seventh grade; 23 for the eighth and 
15 for the ninth grade. The average number of pupils in each 
class was between forty and forty-one (Table 5.Id). There was a 
marked difference between boys and girls in their participation 
at the eighth grade level, with more boys than girls 
participating at this level. The differences between boys and 
girls in their participation at the ninth grade level were not as
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great as in the eighth grade, although there were still more 
boys than girls at this level.
Five turmas were sampled in the present study; two turmas 
from the seventh and eighth grades and one turma from the ninth 
grade (Table 5.2d). The average number of pupils in each class 
ranged from eighteen to thirty-two pupils.
5.2.5 Escola Noreste Urn
Escola Noreste Urn was a lower secondary school (fifth- 
sixth grade). In 1985, there was a total of 2,641 pupils, 1,519 
in the fifth grade and 1,122 in the sixth grade. (Table 
5.1e). Escola Noreste Urn had sixty-five turma's, thirty-eight 
parallel turma's for the fifth grade and twenty seven parallel 
turma's for the sixth grade. The average number of pupils in 
each class ranged from forty to forty-two. The differences 
between the number of boys and girls in the fifth grade is not 
substantial, although the differences are more marked in the
sixth grade (T.5.1e).
In Noreste Urn school, two turmas were sampled at
the sixth grade level. The average number of pupils in each 
class was forty-four.
5.2.6 Escola Lhanguene
This was a lower and middle secondary school. It had fifth, 
sixth, seventh and eighth grades with parallel classes for all
grades. Four turmas were sampled, two from the sixth grade and
one from the seventh and eighth grades (Table 5.2f). The number 
of pupils in each turma varied, with thirty-three in the sixth 
grade to forty-seven in the seventh grade and forty-two in the 
eighth grade.
Other details of the sampled schools will be discussed
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in Chapter 6.
5.3 Pupils' Age
5.3.1 Pupils' age for each grade and gender 
TABLE 5.3.
THE CORRECT AGE FOR EACH GRADE AT SCHOOL
Grade
5
6
7
8
9
10 
11
Source: School records, 1986
Age
12
13
14
15
16
17
18
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TABLE 5.4
PUPILS' AGE BY GRADE FOR MALE AND FEMALE PUPILS (PERCENT)
Male Pupils
Age Grade
Six Seven Eight Nine Ten Eleven
23 2 4
21 4 20
20 11 14 36
19 30 18 40
18 3 3 24 15 64
17 7 19 20 31
16 12 31 22 12
15 17 10 26 1
14 31 31 6
13 14 6 2
12 10
11 4
Total 100 100 100 100 100 100
139 68 90 81 28 25
b) Female Pupils 
Age
21
20
19
18
17
16
15
14
Six
7
8
19
24
Grade
Seven
3
17
17
21
24
Eight Nine
1
14
16
41
19
6
19
9
39
13
13
Ten
14
14
72
Eleven
31
46
23
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13 20 12 3
12 17 6
11 5
10 1
Total 100 100 100 100 100 100
132 89 79 64 21 13
Table 5.3 presents the correct age for each grade at 
school (MEC, 1983). It can be seen from Table 5.4 that girls seem 
to be closer to the correct age for each grade at school than the 
boys in the sample. A possible explanation is that parents are 
more likely to allow their sons rather than their daughters to 
repeat grades at school, as they would place more importance in 
educating their sons rather than their daughters. "It is common 
in Africa for sons to receive education before daughters and for 
the latter to catch up only as schooling becomes universal for 
boys. Even then, considerable inequalities of enrolment are 
common at the post-primary level" (Blakemore and Cooksey, 
1981:59).
After Independence the Mozambican Government carried out 
campaigns to persuade parents to enroll girls in school and not 
to take girls out of school at an early age. Parental attitudes 
to educating girls and gender differences in pupils' educational 
and occupational aspirations will be discussed in chapter nine.
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5.3.2 Pupils' age by grade for each school 
TABLE 5.5
AGE OF SAMPLED PUPILS FOR EACH GRADE BY SCHOOL (PERCENT)
a) Sixth grade
Age School
Lhang. Frel. Polana Nor Um.
20 + 2
18 - 19 3 4 1
16 - 17 42 17 11 52
14 - 15 41 29 47 41
12 - 13 14 46 35 3
10 - 11 4 7
Total 100 100 100 100
(N = 64) (N = 24) (N = 167) (N = 86)
b) Seventh Grade
Age School
Fran. Many. Lhang. Frel. Jos
20 +
18 - 19 68 8
16 - 17 32 67 9
14 - 15 25 53
12 - 13 37
Total 100 100 100
(N = 44) (N = 48) (N = 43)
c) Eighth Grade 
Age 
20 +
1 8 - 1 9  
16 - 17 
14 - 15 
12 - 13
School 
Fran. Many
19
81
Lhang Frelimo Jos. Mach,
79
21 29
58
13
31
69
123
10 -  11 
Total
d) Ninth Grade 
Age
20+
18 - 19 
16 - 17 
14 - 15 
12 - 13 
1 0 - 1 1  
Total
100 100 100 100 
(N = 26) (N =28) (N = 24) (N = 67)
School 
Fran. Many.
100
100
(N = 28)
Lhang
91
9
Frelimo
6
33
33
27
100
(N = 11)
Jos Mach 
17 
78 
5
100
(N = 33)
100
(N =18)
e) Tenth Grade
Age
20+
18 - 19
School
Francisca
57
43
Manyanga
Total 100 
(N = 28)
f) Eleventh 
Age
20+
18 - 19 
Total
Grade
School
Francisca
93
7
100
(N = 14)
Manyanga
Table 5.5 shows pupils' age by grade for each school in 
the sample. The numbers of pupils in each age group have been 
expressed as a percentage of the total sample of pupils for each
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grade within each school. Tables 5.5a to 5.5f show the age 
variations for the different grades in the sample. The age range 
for pupils in the sixth grade was from eleven to eighteen; in the 
seventh grade it was from twelve to sixteen; in the eighth grade 
it was from thirteen to seventeen; and in the ninth grade it was 
from fifteen to twenty one. It is notable from these tables that 
the Frelimo school has a higher percentage of pupils of the 
correct age at each grade level, than the other schools in the 
sample, and has some below age for grade (Table 5.5a to Table 
5.5f). However, there is a wide age variation at the same grade 
level for all the schools. In Josina Machel school the ages 
of the pupils in the seventh grade ranged from fourteen to 
seventeen; in the eighth grade from fourteen to nineteen; and 
in the ninth grade from sixteen to twenty. In Escola Lhanguene, 
the ages of the pupils in the sixth grade ranged from thirteen to 
eighteen; in the seventh grade from fourteen to eighteen and in 
the eighth grade from seventeen to nineteen (Table 5.5). It can 
be seen from Table 5.5 that the other schools in the sample 
(Escola Polana, Noreste Urn and Francisca Manyanga) also showed 
some age variation. This wide age variation at the same grade 
level may surprise those whose educational systems do not have 
such wide age distributions. According to the New National System 
of Education, introduced in 1983 in Mozambique, enrolment age for 
primary school is seven years. Older children may enroll, but 
priority was given to those pupils aged seven. From 1975 - 1982, 
entry to the Primary level was permitted to children of between 
seven and fourteen years of age. The age variation is probably 
bigger for the pupils in this sample as they had enrolled at the 
Primary level before 1983. Another plausible reason for the wide 
variation in pupils ages is that some pupils might have started
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school late as they may have been needed by their parents to help 
on the land, to take care of the younger siblings and to do other 
house work before being released to go to school. An equally 
plausible explanation could be repetition at both the Primary and 
Secondary levels (refer to chapters one and three). Due to the 
high rate of repetition in all the grades, the Ministry of 
Education and Culture calculated that only 12% of pupils who 
started at Grade one completed the four grades of Primary 
education in four years (MEC, 1983).
5.4 The Instruments
The research consisted of a three part design which 
included:
1) the administration of self-completion questionnaires to 
pupils at the six secondary schools; 2) the interviewing of 
headmasters at each of the schools; and 3) an examination of 
the records of each of the pupils in the sample.
5.4.1 The Self- completion Questionnaire
A survey questionnaire was preferred to the obvious 
alternative, interviews - because they can be administered to a 
large number of individuals simultaneously and yield more 
information which can be easily compared. Questionnaires also 
put less pressure on the subjects for the responses than do 
interviews. Self-completion questionnaires were used in the 
present study for the following two reasons: firstly, due to time 
constraints, it was not possible for the author to interview each 
respondent and fill in the questionnaire on their behalf; 
secondly, the schools agreed to cooperate in the study if it did 
not involve the disruption of too many classes. The use of self­
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completion questionnaires meant that only two classes were 
interrupted.
The questionnaire for the pupils drew heavily on 
previous studies in Africa of secondary school pupils, 
particularly those of Foster (1965), Clignet and Foster (1966), 
Anderson, Bowman and Olson (1969). Questions from these studies 
were adapted to local conditions and provide useful comparative 
data. Additional questions were constructed to test specific 
hypotheses.
Experienced researchers, such as Gay (1976), argue that it is 
better to have a structured questionnaire in order to demand 
less effort and time of the respondees and hence to ensure 
higher rates of return. Besides these advantages, the structured 
questionnaire also minimizes instances of misunderstanding and 
misinterpretation of questions by the respondents and hence the 
likelihood of getting back responses extraneous to the objectives 
of the study.
The questionnaire mainly contained closed questions to 
facilitate coding and data analysis. There were sixty-three 
questions in the questionnaire, which was designed to elicit data 
concerning the education and occupation of pupils' parents; 
pupils' educational and occupational aspirations; language used 
in the home; the distance pupils travelled to school; material 
living conditions; pupils' diet; parental interest in child's 
progress at school; parents' aspirations for their child; amount 
of homework done by the pupils; and pupils' academic achievement 
(Appendix 1).
The questionnaire was necessarily long as it was 
designed to elicit all the above data from the pupils. The
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study did not include a separate questionnaire for the parents. 
Due to individual differences (with respect to grade and age) the 
time necessary to complete the questionnaire varied between one 
and two hours.
The questionnaire was administered to 829 pupils in six 
secondary schools. Table 5.2 shows the number of pupils and 
grades sampled in each school. All pupils present on the day 
completed the questionnaire, that is, there were no refusals but 
there was non response due to absence from school. One of the 
most important problems encountered in surveys is bias due to non 
response. In a study of African senior secondary school 
pupils in Kenya, Anderson, Bowman and Olson (1969) had a 
comparatively high non - response rate particularly on certain 
questions and in addition five out of twenty - five schools 
failed to return the questionnaires. They had distributed 
questionnaires to headmasters rather than conducting interviews 
using trained research staff. To minimize the non - response rate 
and to motivate respondents to participate in the present study, 
the survey was conducted by the author. The author administered 
the questionnaires to pupils in the six schools. It was assumed 
that adequate motivation would both decrease the number of non 
respondents and increase the probability of obtaining valid 
responses to specific questions.
Previous studies have shown that motivation to respond can 
be increased and maximized by the researcher. The researcher 
needs to: 1) establish an image of social utility of the survey
in terms of the value system of the society under study and 2) 
emphasize the special role of each respondent in making 
possible the attainment of the maximum social utility by the 
survey. This was done both orally and in a written introduction
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to the questionnaire instruments (Appendix 1). In addition it 
was considered important to establish good rapport with the 
respondents and this the author endeavoured to do through 
informal discussions with them both before and after 
administering the questionnaire.
From pupils who were present at the time of the study I 
obtained a 100 per cent response. A few pupils asked if they 
were compelled to fill in the questionnaire and when I said they 
were not they nevertheless chose to do so. The high response rate 
of specific questions can be attributed both to adequate 
motivation and to the fact that questionnaires were checked by 
myself as they were handed in, to see if pupils had missed 
questions. In this way too it was possible to check any errors 
from pupils misunderstanding the instructions and to correct 
these on the spot.
5.4.2 Interviews with the Headmasters
According to Bogdan and Biklen (1982:135)
"an interview is a purposeful conversation, usually 
between two people (but sometimes involving more ) 
that is directed by one in order to get information".
The subjects of these interviews were the headmasters of the six 
schools. The interview was conducted according to the suggested 
methods for conducting interviews stated by Ary et. al.(1979) and 
Bogdan and Biklen (1982). Consistent with their approaches an 
attempt was made to ask the same questions in the same order and 
in similar language to each headmaster due to the need to com­
pare the results (Appendix 2). The questions related to 1)
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number of students 2) number of "turmas" (classes) 3) number of
students in each grade 4) failure and drop out rates for the 
previous year (1985) 5) qualification and experience of teachers
6) materials - distribution of textbooks and other didactic 
material. 7) distribution of pupils by age and sex.
All the interviews were recorded on tape.
5.4.3 School Records
The school record was examined for each pupil in the
sample and the achievement test results for the previous
years, that is, for those years relating to their secondary 
school results, were recorded in order to verify the
information obtained from the pupils' self- completion 
questionnaires about their academic record.
5.5 The Pilot Study:
The questionnaire was pretested on fifty pupils in the
Escola Polana in February 1986 and the interview schedule for
Headmasters on the Headmaster of a Middle Secondary School in 
Maputo. It is always useful to pretest questionnaires whenever 
a quantitative survey method is used (Gay, 1976).
The results of the pilot study enabled a further 
revision and refinement of the instruments. It also helped to 
determine the minimum and maximum time needed by the students to 
fill the questionnaire.
In carrying out the pilot study, two different procedures 
were employed in the administration of the questionnaires. In 
the first three schools, students were given the questionnaires 
and asked to complete them on their own. The researcher was
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present and told the students that she could clarify any 
questions the respondents could not understand. Analysis of this 
method showed that some students had difficulty in interpreting 
some questions, and in many cases several questions were 
unanswered, probably some respondents stopped when they noticed 
that others had finished completing the questionnaire. This was 
contrary to the instructions at the start of the questionnaire, 
which requested the students to answer all questions.
In the second group of three schools the researcher was more 
active, and explained the instruction and meanings of 
questions in Portuguese. Students were encouraged to ask 
questions whenever they felt an explanation was necessary. The 
analysis of this procedure demonstrated that there were only 
minor difficulties in understanding the meaning of all
questions in Portuguese, especially by the Fifth grade pupils. 
Despite clarifications, where students were asked to write 
in reasons for specific responses, a good number of them left 
the spaces provided blank.
The researcher could tell the school heads the amount of 
time needed to fill in the questionnaire, which was
approximately two hours. This information helped the heads decide 
the times that were convenient for administering the
questionnaires. Also pretesting indicated the strategies likely 
to maximize the response rate to all questions. Useful comments 
and suggestions given by the students in the pilot study lead to 
modifications in the questionnaire which was used in the actual 
study. It was then felt that the research instrument was ready 
for administration to some of the pupils in the six schools in 
the sample.
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5.6 Data Processing
The data were coded and key punched for processing by computer 
at the University of Surrey. Unfortunately the questionnaires 
were not precoded for direct data entry, which considerably 
slowed the coding tasks. There were also several open-ended 
questions. Coding frames were constructed from a sample of one 
hundred and twenty questionnaires (twenty questionnaires from 
each school).
With questions concerning family background and attitudes 
it is impossible to estimate whether responses are true or not; 
however, from my experience and knowledge and from discussion 
with the pupils the author would estimate that there is a 
reasonable degree of face validity insofar as the pupils 
themselves were aware of the true facts. Findings from this study 
regarding social status of secondary school girls and boys, 
career aspirations and reasons for such aspirations concur with 
similar studies elsewhere in Africa and supports the conclusion 
that the research instrument does have a high degree of
validity.
School achievement was measured by gathering information 
on the repetition rate of pupils. The information provided by the 
pupils on the number of grades failed at school was verified by 
the researcher who was given access to the school records. The
pupils were informed of this fact and in the final analysis the
researcher did not find any discrepancies between the data 
provided by the pupils on repetition and the school records. The 
researcher was also able to examine the reasons for failure, as 
it is possible for pupils to repeat a class if they are 
unjustifiably absent from school on more than three
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occassions each term.
The statistical package for the Social Sciences, SPSS - X, 
was used to analyze the data. The statistical technique used to 
analyze the data was the chi - square test of significance,using 
significance level of .05.
5.7 Contextual Information.
The author wished to gauge the magnitude of the research problems 
at the National level but it was impossible to get official 
permission to consult the Ministry of Education records on the 
enrollment, repetition and drop out rates of pupils from Maputo 
as a whole and the rest of the country. The only data which 
could be obtained were those which were officially published. 
Caution should be exercised in interpreting data collected from 
the Ministry of Education. After Independence, the reliability 
and detail of the statistics available tends to vary over time. 
Thus, statistics collected during the period 1974-1977 are not 
very reliable, as this period corresponds to a period of 
transition and reform, involving a complete changeover of 
personnel at all levels of the Government and the economy. New
personnel did not have time to devote to the collection of
statistical data. Also at Independence there were few people in 
the country with the skills required to collect data. Since 
Independence, the general tendency in data collection on 
education seems to have been to underestimate the numbers
involved, mainly due to the size of the country and lack of
communications. Another problem was the low qualifications of the 
educational staff. The statistical coverage of higher levels of 
education was more accurate than of the lower, that is, primary 
schooling, adult literacy and post-literacy. From 1983, due to
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the war, it became very difficult to collect data. Many areas of 
the country became inaccessible (Johnson and Martin, 1986). 
Despite these reservations about the reliability of Mozambican 
statistics, it is felt by some researchers (for e.g., Johnston, 
1986; 1987), that the data is sufficiently accurate to indicate
trends and changes. The data obtained from the 1980 census, was 
considered by international observers to cover over 95% of the 
country (CNP, 1982b; 1983a).
There is a dearth of data on various matters relevant to this 
study, for example, as far as the author is aware, no data exists 
on the socio-economic background of pupils who have repeated and 
dropped out of school.
5.8 Conclusion
The research design, research methodology, research 
instrumentation and the general characteristics of the 
sampled schools were outlined in this chapter. Data were 
collected from 829 pupils who attended six different secondary 
schools in Maputo. Data were collected by means of a 63 - item 
self completion questionnannaire, an examination of eacl 
respondents school record and a structured interview with each 
of the six headmasters.
CHAPTER SIX
THE SCHOOLS: A DESCRIPTION OF THE SCHOOLS AND THE INFLUENCE OF
SCHOOLS ON PUPILS' ACADEMIC ACHIEVEMENT AND ASPIRATIONS
This chapter will provide a description of the schools 
sampled for the present study and will also examine the influ­
ence of the schools on pupils' achievement and aspirations. It 
must be noted that the main concern of this study was to examine 
the extent to which pupils' social background variables influ­
ences academic achievement and aspirations. The study does not 
examine the relative efficacy of family background versus school 
factors in explaining the achievement of students.
6.1 General Information about the Sampled Schools.
The sample was drawn from among pupils of six secondary 
schools in Maputo. These schools have some common features, 
the more important of which are specified here. Firstly, all of 
the schools are under the administrative authority of one nation­
al Ministry of Education, and they all depend on the government 
for their finances. Secondly, all government-financed schools 
must in turn follow the government syllabus and teach the curric­
ulum outlined by the Ministry of Education. General secondary 
education is directed by the National Directorate of Education, 
Secondary Education Service, in the Ministry of Education. In 
January 1975 the First Education Seminar was held in Beira, with 
the result that all colonial curricula were discarded, political 
education was introduced into the schools and the syllabuses of
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history, geography and cultural activity were "nationalized". In 
broad outline, new programmes for general education from pre­
primary to pre-university level were hastily drafted for use 
during 1975, based in part on the material used by Frelimo 
during the armed struggle. Teachers were instructed to begin 
political study themselves, and manual labour was introduced into 
all schools as an important form of linking study with produc­
tion, and as a means for pupils and teachers to identify with and 
serve the working masses (Marshall, 1985). Production in the 
school was seen as important in developing working class con­
sciousness, linking practice and theory, removing the divide 
between manual and mental work, and in preparing participants for 
a working future. The school should be outward looking, community 
linked, to serve the people and learn from them (MEC 1977).
All secondary school students have to take the standard­
ized state examinations administered by the Ministry of Education 
at the end of each grade.
Each secondary school had a general director, a
pedagogical director and an administrative office and staff. The 
pedagogical director was in charge of pedagogical, cultural and 
sporting activities; whereas the general director was responsible 
for the overall running of the whole school. The basic teaching 
unit is called the "turma", which is equivalent to a class. Each 
turma elects its own representative, who acts as a class 
spokesperson and attends any meeting of teachers when members of 
his/her turma are being discussed. Each school has also got a 
"dynamizing group" ("grupo dynamizador"), which is in charge of 
the political mobilisation of the school. It organizes political 
education and sessions of productive work and is made up of the
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most politically conscious and committed students and teachers in 
the school.
6.2 A Detailed Description of the Schools
The information about the schools was obtained from the
directors of the schools. An interview schedule was used with the 
headmasters. It was designed to capture information relating to 
the following school characteristics: type of secondary school;
size of school as measured by total enrolment; number of
teachers, teacher/pupil ratio, nationality and qualifications of
teachers; class size; resources and physical facilities.
TABLE 6.1
Type of Secondary School
School
Francisca
Manyanga
Type
Middle and 
Upper Secondary
Grades
Seven to 
Eleven
Lhanguene Lower and 
Middle Secondary
Fifth to 
Eighth
Frelimo Lower and 
Middle Secondary
Fifth to 
Ninth
Josina Machel Middle Secondary Fifth to 
Seventh
Polana
Noreste Urn
Lower Secondary
Lower Secondary
Fifth & 
Sixth
Fifth & 
Sixth
6.2.1 School Location:
Schools are often categorized according to the nature of the 
environment in which they are embedded. However, the dichotomy 
urban-rural which is often used in classifying schools by loca-
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tion, cannot be used in describing the secondary schools in the 
present study, as the study was carried out in an urban location. 
None of the schools in the sample, could be classified as a 
truly rural school, neither for its location nor for the composi­
tion of its student body. In Mozambique secondary schools are 
located mainly in the urban areas. Escola Francisca Manyanga 
and Josina Machel are situated in the centre of Maputo and were 
known as the "Liceu" during the colonial period and they were 
frequented exclusively by the Portuguese children, Asians and a 
few "assimilados". The other four schools are situated in the 
outskirts of the city.
6.2.2 School Size;
In the present study, the size of a school was a function of the 
number of grades and of the number of parallel "turmas1 included 
in the same school. In the Frelimo school, the number of pupils 
in each turma did not exceed twenty five. The other five schools 
in the sample had on average thirty five to forty pupils in each 
turma (refer to Table 5.2).
6.2.3 Material School Conditions
All the Secondary schools in the sample were housed in 
installations constructed in masonry. These were the buildings 
inherited by Frelimo at Independence. The quality of Noreste urn 
and Polana was somewhat inferior to that of the other schools in 
the sample. Buildings were not well maintained, with many of the 
classroom windows broken. The headmasters complained that they 
were unable to find the raw materials required to fix the win­
dows. Noreste Urn and Polana schools were not adequately fur­
nished. There was a shortage of desks and chairs and a few
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pupils had to sit on the floor. The schools had a staff room, a 
few staff offices and a library. However, the Directors of both 
schools complained that most of the books available in the 
library were published during the colonial period and the 
schools did not have sufficient funds to purchase new books.
The buildings of the other four schools (Lhanguene, Josina 
Machel, Frelimo and Francisca Manyanga) in the sample were in a 
better condition. They were also reasonably furnished with 
desks, teachers' chair, table and cupboard, blackboard and a 
sufficient number of desks and chairs. They also had gymnasiums, 
art rooms and laboratories.
6.3 The Teachers
Several studies dealing with school influences upon student 
performance "suggest that teacher variables exert positive 
effects on student achievement" (Saha 1983:79). The 
considerable increase in the numbers of pupils enrolled in both 
Primary and Secondary schools led to corresponding increase in 
the demand for teachers (refer to chapter 4). The Ministry of 
Education implemented certain measures to increase the size of 
the teaching force. These measures included the recruitment of 
expatriate teachers and also the allocation of new graduates to 
teacher training, which was unpopular and produced reluctant 
teachers (Tempo, 24/5/1981:27). In general, the quality of teach­
ers as a school variable is assessed in terms of length of 
training and sometimes by the number of years of experience. An 
attempt was made to capture these aspects and to include them in 
the study as measures of the quality of the teaching staff. The 
ones which were included as variables are briefly described 
below.
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6.3.1 Nationality of Teachers:
This variable may not seem important at first, but it is impor­
tant to consider it when estimating the quality of teaching 
staff in a school. The factors considered were the number of 
nationalities represented on the staff, the homogeneity of the 
countries of origin of teachers and the number of Mozambican 
teachers. These three factors revealed a great deal about the 
effectiveness of a school administrative and teaching staff. In 
terms of their countries of origin, the teachers in a school 
could be in any of the following three groups: 1) they could all 
be predominantly from one country, such as East Germany; 2) they 
could be citizens of several "heterogenous countries" or 3) they 
could all be Mozambicans. The teaching staff of most of the 
schools fell into either the second or third group except for the 
Frelimo school.
In the Frelimo school 80% of the teaching staff were East 
German and 20% were Mozambican (Table 6.2). In the Polana, 
Lhanguene and Noreste schools all the teachers were Mozambicans. 
The teaching staff of Josina Machel and Francisca Manyanga were 
predominantly Mozambican but as a sufficient number of trained 
Mozambican teachers were not available for the upper secondary 
levels (tenth and eleventh grades), these posts were filled by 
expatriates on two year contracts.
At Independence, most of the teachers from the 
higher levels went back to Portugal. Hundreds of foreign 
expatriates (known as "cooperantes") were hired to fill the gaps, 
while pupils from higher grades were removed to teach lower ones. 
Grades ten and eleven were cancelled from 1977 to 1980, apart
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from a course at the university at this level to train teachers. 
According to the Directors of Josina Machel and Francisca 
Manyanga, the problem with having teachers from different 
countries was that the methodology was very diverse and some of 
them spoke poor Portuguese. Teaching at both Primary and 
Secondary levels is in Portuguese. The Directors of the two 
Lower secondary schools in the sample, Polana and Escola Noreste 
Urn, pointed out that some of the Mozambican teachers mastery of 
Portuguese was poor, especially those with only sixth grade 
education.
TABLE 6.2
The Nationality of Teachers in each school in the Sample 
(Row Percentages)
Schools Nationality
Mozambican East German Mixed Total
Nationalities
Polana 100 100
Noreste Urn 100 100
Lhanguene 100 100
Francisca Many. 70 30 100
Josina Machel 80 20 100
Frelimo 20 80 100
142
TABLE 6.3
The Qualifications of Mozambican Teachers by School *
Sixth Grade Sixth Ninth Ninth Eighth Eighth 11th
& two years Grade Grade Grade grade grade &two
teach, train. & two & two & no years
years years teach teach
teach. teach, train.train
train. train.
Schools
Polana 60 40
Noreste Um 60 40
Lhanguene 30 10 30 30
Franc. Many. 55 20 20 5
Jos. Mach. 40 30 30
Frelimo 30 30 40
* Excludes expatriate teachers.
6.3.2 Length and Place of Training
The number of years of training (as stated at the beginning of 
this section), is the most important factor in estimating the 
quality of teachers. However, this assumes that teachers received 
their training in similar schools and are teaching the subjects 
of their specialization. While collecting information about 
teachers for the study, it was observed that these two assump­
tions were not always justified. Because of the shortage of 
trained man-power, it was very common to find educators teaching 
subjects other than their major field of study. Consequently, in 
such cases, the number of years of training could not be taken at 
face value. Furthermore, teachers received their education under 
various educational systems and conditions, hence making it 
difficult to find a common measure for recording their level of 
training.
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. Teachers of fifth and sixth grade should have sixth grade 
qualifications and two years of teacher training. Table 6.3 shows 
that 60% of the teachers at the Polana and Noreste schools were
qualified teachers (sixth grade and two years teacher training).
The remaining 40% had completed sixth grade but had not
qualified as teachers. The unqualified teachers were to be send 
to Teacher training courses, as soon as teacher replacements were 
found for them.
The workload of teachers at these two lower secondary schools 
schools was said to be nine hours a day, in classes averaging 40- 
45 pupils.
The remaining four schools in the sample were middle
secondary, with one of the schools, Francisca Manyanaga, having 
upper secondary level as well (Table 6.1).
Teachers of Middle Secondary (seventh to ninth grade) 
should have ninth grade qualifications and two years of teacher 
training. In fact, the number of Mozambican middle secondary 
teachers was quite small (800 in 1981, MEC,1983). In Franicsca 
Manyanga school, 70% of the teaching staff were Mozambican and 
30% were expatriates. 55% of the Mozambican teaching staff had 
ninth grade qualifications and two years of teacher training; 20% 
had ninth grade qualification and no teacher training; 20% had 
only eighth grade qualification and no teacher training; only 5% 
had eleventh grade qualification and two years teacher training.
In Josina Machel school, 40% of the teachers had ninth grade 
qualification and two years teacher training; 30% of the teachers 
had ninth grade qualification and no teacher training; 30% of the 
of the teachers had eighth grade qualification and two years 
teacher training (Table 6.3).
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6.3.3 The Frelimo School
The Frelimo school was different from the other five schools in 
the sample. Soon after Independence, a few Frelimo schools with 
a "vanguard" role were created in the country for the children 
of militants (Johnston, 1986). The Frelimo school in the present 
study also served the children of parents in High government 
posts and those pupils whose parents held responsible positions 
in various professions. It was argued by the Headmaster of the 
school that these children had to be kept together as they were 
in danger of being attacked or kidnapped. Their safety was, 
therefore, better assured when they were grouped together. It was 
also the only school in the sample that was permanently guarded 
by four soldiers. The Frelimo school was superior to the other 
schools in the sample with regard to material resources, teaching 
quality, school and class size.
In the Frelimo school, all the East German teachers had 
University degrees as well as Post Graduate Teacher training 
qualifications. They had, on average ten years post qualifying 
experience. The Mozambican teachers on the staff all possessed 
Teacher training qualifications but they were not university 
graduates. They had on average three years teaching experience. 
80% of the teachers were East German and 20% were Mozambican.
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TABLE 6.4
The Number of Teachers and Pupil/Teacher ratio in each School
Average
Number of Teachers Teacher/Pupil Ratio
School
Polana 57 1:42
Noreste Um 65 1:44
Lhanguene 66 1:40
Josina Machel 68 1:32
Francisca 78 1:32
Manyanga
Frelimo 12 1:24
6.3.4 Teaching Quality
Secondary school teachers had a better rate of pay, and mostly a 
more comfortable school setting than primary teachers. The 
schools where they worked were mostly to be found in more "urban" 
surroundings. The Mozambican teachers in the sample tended to 
teach by dictation at the lower and middle secondary levels. 
According to the Directors of the Noreste Um and Polana schools, 
the teachers at the fifth and sixth grade levels were faced with 
a difficult struggle to remedy primary school defects and to 
teach a very packed curriculum. Pupils at the Primary level were 
subjected to rote learning methods and passivity. Consequently, 
they often entered lower secondary with a very poor grasp of the 
Portuguese language. Teachers were faced with classes with very 
differing levels of mastery of the Portuguese language among the 
pupils, and comprehension and expression, written and oral, were 
widespread problems. The criteria that was used for evaluating 
and correcting Portuguese in the schools was the standard
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required in Portugal (Noticias, 1983). Most of the pupils had 
trouble in mastering the Portuguese language, as their primary 
teaching was poor.
As there were some untrained teachers in both the Polana 
and the Noreste Um schools, upgrading attempts were being made. 
Teachers were put through teacher training. Pedagogical 
seminars and joint lesson planning sessions were also organized. 
At provincial and national level, Secondary level Pedagogical 
Support commissions existed made up of a few experienced and
qualified teachers, with the objectives of running in-service
upgrading seminars, lesson observation and critique and 
distribution of stencilled support texts. Meetings were often 
held at provincial level between the teachers of a specific
subject from all over the provinces.
The Directors of Francisca Manyanga, Josina Machel 
and Lhanguene informed the author that the main problem at the 
Middle secondary level was the insufficient number of trained 
Mozambican teachers. Foreign teachers from both Western and 
Eastern Europe were recruited to fill the gaps. Although the 
teaching quality was somewhat better at this level, some problems 
were encountered, in that the methodology was very diverse and 
some expatriates spoke poor Portuguese. Also English teachers 
were in short supply. The Portuguese teachers were supposed, in 
the future, to be trained to teach English as well but their own 
grasp of English was very poor.
Francisca Manyanga was the only school in the sample 
that had tenth and eleventh grades. Most of the teachers involved 
in teaching at this level were expatriates who had a very good 
grasp of the Portuguese language. Pupils from the other schools
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in the sample, who wanted to study in the tenth and eleventh
grades would be admitted to Francisca Manyanga school.
The teachers' work load was nine hours a day in all
the schools in the sample, except for Frelimo, where it was eight
hours a day.
The differences involving teacher age, level of education, 
qualifications and experience between the Frelimo school and the 
other five schools in the sample were more extreme than those 
between the other five schools in the sample. Compared to 
teachers in the Frelimo school, teachers in the five schools 
were: more likely to be under 30 years of age; unlikely to have a 
university degree; and unlikely to have more than five years 
teaching experience.
6.4 Curricula and examinations 
The curricula and examinations taken in State schools are 
determined by the Ministry of Education. The curriculum of lower 
secondary (fifth and sixth grades) consists of the following 
school subjects: Portuguese, Mathematics, Biology, History,
Geography, Political Education, Physical Education, Manual Work 
and Drawing. The middle secondary (seventh to ninth grade) 
curriculum maintains the above subjects and also includes the 
following subjects: Physics, Chemistry and English as a second
language. The curriculum of the upper secondary is similar to 
that of the middle secondary (MEC, 1980^ . Teachers were issued 
with the curriculum and contents for each subject.
It has already been mentioned that at Independence, all Colonial 
textbooks and programmes were abolished. The textbooks for use 
in the schools had to be written and produced locally. 
However, by 1982, only a few textbooks had been produced. These
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included ninth grade Biology texts, History and Geography texts 
for ninth and tenth grades, History texts for seventh grade, 
Mathematics texts for fifth and sixth grades, History and 
Mathematics for tenth and eleventh grades and some Portuguese 
readers (MEC, 1983) .
Basic didactic material is distributed by the Ministry 
of Education according to enrollment quotas. It follows, 
therefore, that printed textbooks and other material like pencils 
and pens, rulers, rubbers and exercise books are distributed by 
the Ministry of Education, according to a centrally elaborated 
plan on numbers of pupils per province.
In the present study, with the exception of the
Headmaster of Frelimo school, the headmasters from the other 
five schools complained about shortages of books and other 
didactic material. Some of these schools had libraries, but most 
of the books were published in the nineteen fifties and early 
sixties. To quote the headmaster of Escola Noreste Um "nos 
choramos para os livros" ("we are crying for books"). These 
sentiments were also shared by the headmasters of the other four 
schools. The headmasters felt that it was inevitable that 
teaching quality would be seriously hampered by these shortages. 
There were no shortages of textbooks and other didactic
material in the Frelimo school. But, the headmaster did complain 
about the delay, by the Ministry of Education, in the production 
of textbooks for all subjects.
Examinations are taken in Mozambican secondary schools
at the end of each grade. All these examinations are conducted
by the Ministry of Education, which is also involved in the 
setting of question papers and the grading of examination re­
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suits. The teachers are also provided with guidelines by the 
Ministry of Education for use in the marking of examination 
scripts.
TABLE 6.5
The Personal and Professional Characteristics of Headmasters
Personal and Professional Characteristics 
Age Qualif- No. of No. of No. of
ication years years years
teaching teaching experience
Prim. Schl. Sec. Schl. as Director
School
Polana 25
Noreste Um 26 
Lhanguene 26
Francis. 32 
many.
6th gr.
& 2 yrs. 
teaching 
experience
6th gr.
& 2 yrs. 
teaching 
experience
8th gr.
& 2 yrs. 
teaching 
experience
11th gr.
& 2 yrs. 
teaching 
experience
2 years
3 years
none
none
two
years
three
years
4 years
4 years
3 years
5 years
Josina 30 
Machel
Frelimo 36
9th gr.
& 2yrs.
teaching
experience
Univ. 
degree 
& teach, 
train.
three
years
two
years
5 years
7 years
6.5Headmasters: Each school has a headmaster appointed by the
Provincial Education Directorate. The interviews with school 
heads were conducted on a one to one basis. In the six schools 
sampled, there were, no women in the headteacher's post. The
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majority of the teachers in the fifth and sixth grades were 
women; but there was a higher proportion of male than female 
teachers in the middle and secondary levels. It is possible that 
there are fewer women who are qualified to teach at the higher 
levels, as women's participation in the education system de­
creases as one moves up the educational system.
The information sought about the headmasters related to 
their education, teaching qualifications and experience, and 
their experiences as headmasters. Table 6.5 shows the data on the 
personal and professional characteristics of school heads. It can 
be seen that the Headmaster of the Frelimo school is better 
qualified than the other headmasters in the sample. It can also 
be noted that the headmasters of the two lower secondary schools, 
Polana and Noreste Um schools, are less qualified than the other 
schools.
6.6 Pupils' Home Background Characteristics
Five factors will be used to indicate differences between 
schools in terms of the homebackground characteristics of their 
pupils. These factors are: father's occupation, father's educa­
tion, mother's occupation, mother's education, and the language 
spoken at home.
6.6.1 Father's Occupation
Information about father's occupation was provided by the 
pupils. Occupations were divided into four categories: high non
manual, low non manual, high manual and low manual (refer to 
the discussion on occupational classification in chapter 7). 
Table 6.6 reveals that there is an association between paternal
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occupation characteristics and access to the Frelimo school. 
Frelimo remains an "elite" school in terms of the backgrounds of 
the majority of its intake. Twenty-eight percent of the pupils 
from high non manual backgrounds attend the Frelimo school. 
The remaining five schools have less than 10% of pupils from high 
non manual backgrounds (Table 6.6). These findings are 
significant at P <.001. With the exception of the Frelimo school, 
the table does not show a significant association between 
paternal occupation characteristics and access to a particular 
type of school.
TABLE 6.6
FATHER'S OCCUPATION BY SCHOOL (PERCENT)
School
Father's 
occupation
Franc. 
Many.
Lhang. Frel­
imo
Polana Jos. 
Machel
Nor. 
Urn
Tot
High non 
manual
4 3 29 1 4 2 6
Low non 
manual
40 24 31 34 21 27 29
High
manual
34 41 31 30 43 34 36
Low
manual 22 32 9 35 32 37 29
Total 100 100 100 100 100 100 100
140 154 127 169 142 87 819
P < .001.
6.6.2 Father's Education
The data on father's occupations are substantially paralleled by 
those relating to father's education (Table 6.7). It will be
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noted that fathers of pupils who attend Frelimo school have
higher educational levels when compared with the fathers of 
pupils attending the other five schools in the sample. Forty- 
five per cent of pupils attending the Frelimo school have fa­
thers with seventh to eleventh grade education. The other 
schools have less than 30% of pupils with fathers who have
seventh to eleventh grade education. Thirteen percent of
pupils attending the Frelimo school have fathers with further 
education. The remaining five schools have less than 5% of 
pupils with fathers who have pursued further education. These
findings are significant at P <.001.
TABLE 6.7
FATHER'S EDUCATION BY SCHOOL (PERCENT)
School
Franc. Lhang- Frel- Polana Jos. Nor. Tot
Manyanga uene imo Machel Urn
Father's 
Education
No educat. 
or up to 
third grade
Primary
education
Fifth to 
sixth grade
Seventh to 
eleventh
Further
education
Total
12
39
17
29
3
100
143
26
40
14
18
100
154
10
17
15
45
13
100
126
28
32
18
22
17
43
21
17
25 20
39 35
19 17
16 25
100
169
100
143
100 100 
88 823
P < .001
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6.6.3 Mother's Education
It can be seen from Table 6.8 that the data on maternal 
education is substantially paralleled by those relating to 
father's education. It will be noted that more mothers of pupils 
attending the Frelimo school have completed secondary education. 
Hence 41% of pupils attending the Frelimo school have mothers 
who have reached educational levels of seventh grade and above as 
compared to 9% of mothers in the Polana school and 12% in 
Francisca Manyanga and Lhanguene schools.
TABLE 6.8
MOTHER'S EDUCATION BY SCHOOL (PERCENT)
PolanaFranc. 
Manyanga
School 
Lhang. Frel­
imo
Jos. Nor 
Machel Urn
Mothers
Education
No educa­
tion or 
up to third
Primary
education
Fifth to 
sixth grade
Seventh to 
further 
educt.
Total 
P < .001
42
28
18
12
100
141
58
24
12
100
155
18
14
27
41
100
128
54
26
10
10
100
169
43
32
16
100
143
56
24
16
100
88
Total
46
25
16
14
100
824
6.6.4 Mother's Occupation
Information about mother's occupation was provided by the pupils.
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Again substantial differences were found between the Frelimo
school and the other schools in the sample. More mothers (73%) of
pupils from the Frelimo school, as compared to the other schools,
had salaried employment (Table 6.9).
TABLE 6.9
MOTHER'S OCCUPATION BY SCHOOL (PERCENT)
School
Franc. 
Many.
Lhang. Frelimo Polana Jos. 
Machel
Nor. 
Urn
Tot
Mother's 
Occupation
Housewife 61 52 12 43 46 50 44
Housewife/
Vendor
20 . 34 14 37 24 34 27
Job/Prof­
ession 19 14 74 20 30 16 29
Total 100
143
100
155
100
129
100
169
100
143
100
88
100
827
P <.001
Pupils were also asked to describe their mother's job.
Only 27% of pupils had mothers in salaried employment. Table
6.10 shows that a higher percentage of pupils attending the
Frelimo school, as compared to the other sampled schools, had
mothers with non manual occupations. These findings are signifi­
cant at P <.01.
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TABLE 6. 10
MOTHER'S JOB BY SCHOOL (PERCENT) 
. School
Mother's 
job
Low non 
manual
High
manual
Low
manual
Total
P < . 01
Fran. Lhang- Frel- Pol- 
Many. uene imo ana
High non 16 
manaual
48
19
17
20
30
34
16
100 100
31 22
42
36
13
9
29 
19
30 
22
100 100
94 28
Jos. Nor.
Machel Urn. Total
24
36
33
100
42
31 30
8 33
46 24
15 13
100 100 
13 230
6.6.5 Language Spoken at Home
Pupils were asked to indicate the language spoken at home. 
The maintenance of Portuguese as the language of instruction 
favours those pupils who speak Portuguese at home. It can be 
seen from Table 6.11 that the majority of pupils attending 
Frelimo and Josina Machel school speak Portuguese at home, as 
opposed to those pupils attending the other five schools. Eighty- 
six percent of those pupils attending Frelimo school speak 
Portuguese at home compared with less than 50% of pupils 
attending the other schools in the sample. In the "other 
language" category, pupils were asked to specify the language 
spoken. Pupils specified another Tribal language in this catego­
ry.
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It would appear that in terms of the background of the 
majority of its intake, as measured by parental occupation, 
education and the language spoken at home, Frelimo remains an 
"elite" school. There does not appear to be substantial 
differences between the other five schools in terms of the 
background of their intake.
TABLE 6.11
LANGUAGE SPOKEN AT HOME BY SCHOOL (p e r c e n t:
School
Language 
spoken at 
home
Franc. 
Many.
Lhang. Frel­
imo
Polana Jos. 
Machel
Norest. 
Urn
Tot
Portuguese 66 37 86 50 76 44 60
Ronga 17 38 3 25 19 31 22
Changane 13 12 2 18 3 19 11
Other 4 13 9 7 2 6 7
Total 100
144
100
155
100
129
100
169
100
143
100
88
100
828
P < .001
6.7 Academic Achievement and School.
Table 6.12 shows the relationship between the proportion of 
grades failed at Secondary school and the school attended. One 
major problem with these findings is that the pupils attending 
middle and upper secondary schools could have previously 
attended other secondary schools at the lower secondary level. It 
follows, therefore,that pupils attending Josina Machel and 
Francisca Manyanga schools have attended more than one school by 
the time they have completed their secondary schooling.
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TABLE 6.12
PROPORTION OF GRADES FAILED BY SCHOOL (COLUMN PERCENT)
Proportion of 
Grades
None
Less than 
Half
Half or 
More
All
Total
Francis. 
Many.
27
56
14
100
143
School
Lhang-
uene
32
26
30
12
100
155
Frel­
imo
72
12
11
100
129
Polana Jos. Nor. Tot 
Mach. Um
14 13 37
41 23 24
44
22 
23
8
47
100 100 100 100
169 143 87 826
17 21
46 18
P <.001
It can be seen from Table 6.12 that 72% of pupils from 
the Frelimo school, as compared to the pupils from the other 
schools, had not failed any grades at secondary school. The 
differences between the other schools are not substantial. The 
explanation for this finding is two fold. Firstly, the majority 
of pupils attending Frelimo school come from privileged 
backgrounds (Tables 6.6 to 6.11). Secondly, the school is 
better endowed than the other schools in the sample in terms of 
physical resources and facilities, size of classes and the 
qualifications and experience of the headmaster and teachers.
Table 6.13 demonstrates that the findings from the 
present study are comparable to the data collected by the 
Ministry of Education, on the academic achievement of secondary 
school pupils in Maputo. Frelimo school has the best results, 
with only a very small percentage of pupils from this school
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repeating grades. Only 33% of pupils from the Polana and Noreste 
Um schools pass the sixth grade examinations and 34% of pupils 
from Francisca Manyanga pass the eleventh grade.
TABLE 6.13
ACADEMIC ACHIEVEMENT OF SECONDARY SCHOOL PUPILS IN MAPUTO, 1983
(PERCENT)
Percentage of Pupils Promoted in each School 
Grades
Five Six Seven Eight Nine Ten Eleven
School
Francisca 58 56 66 67 34
Manyanga
Josina
Machel 59 50 52
Noreste
Um 51 33
Polana 35 33
Frelimo 95 89 90 100
Source: Adapted from statistics collected by the Ministry of
Education, 1983
6.8 Pupils Aspirations
6.8.1 Educational aspirations and School
Table 6.14 summarizes the position regarding the relationship 
between pupils' post secondary school aspirations and school 
attended. Aspirations to undertake technical and university 
courses was present amongst pupils from all schools. It can be 
noted that there are some differences between the sampled 
schools, in pupils' educational aspirations.
A higher percentage of pupils from Lhanguene and Polana
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schools, as against the other sampled schools, aspire to reach 
the ninth and eleventh grades. Twenty-four percent of pupils 
from Polana and 18% of pupils from Lhanguene aspire to reach 
eleventh grade, as against 14% from the Frelimo school. 
These differences in educational aspirations between schools were 
significant at P <.01 level. A university course is popular 
with pupils from all the sampled schools.
TABLE 6.14
EDUCATIONAL LEVEL PUPILS' ASPIRE TO REACH BY SCHOOL (PERCENT)
School
Franc. Lhang. Frel- Pol- Josina Nor- Tot-
Many.
Educationallevel pupils
imo ana Machel este
Um
al
aspire to 
reach
Ninth grade 8 12 4 11 4 11 8
Eleventh grade 10 18 14 24 14 14 16
Technical
education
12 11 15 14 19 24 15
University
Course 70 59 67 51 63 51 61
Total 100
143
100
154
100
128
100
169
100
143
100
88
100
825
P< .01
6.8.2 Occupational Aspirations and School
TABLE 6.15
PUPILS OCCUPATIONAL ASPIRATIONS BY SCHOOL (PERCENT)
Franc 
Many.
School
Lhang. Frelimo Polana Josina Nor- Tot-
Machel este al 
Um
Pupils'
occupational
aspirations
High non 
manual
Low non 
manual
High
manual
Low
manual
Total
74
11
42
32
17
63
24
13
40 57
43
9
24
15
100
143
100
154
100
128
100
169
100
143
32
32
17
19
100
88
51
27
15
100
825
P <.001
Table 6.15 summarizes the position regarding the relationship 
between pupils' oc oc occupational aspirations and school. As cai 
seen from the Table, a higher percentage of pupils from all 
schools aspire to non manual as opposed to manual occupations. 
There are some differences in pupils' aspirations between the 
different schools. A higher percentage of pupils from the 
Frelimo school, as opposed to the other schools, aspired to non 
manual occupations. Very few pupils aspired to low manual 
occupations.
6.9 Conclusion
This chapter has examined the characteristics of the six second­
ary schools in the sample, with respect to the type and size of 
the school; number of teachers; teacher/pupil ratio; nationality 
and qualifications of teachers; resources and physical facili-
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ties. It was noted that the Frelimo school was superior to the 
other schools in the sample with regard to the above variables. 
The Frelimo school had better physical and material resources in 
addition to better qualified teachers than the other five 
schools. There were no substantial differences between the other 
five schools in the sample.
This chapter has also examined the various character­
istics of the Mozambican secondary school pupils in the sample, 
particularly with regard to their social and cultural background. 
It was noted that the majority of pupils attending the Frelimo 
school tend to come from non manual backgrounds and have parents 
with higher educational levels than parents of pupils attending 
the other schools. No significant differences were found between 
the remaining five schools in the sample, in terms of pupils' 
family background characteristics. Differences in the language 
spoken at home between the Frelimo school and the other five 
schools was also significant, with the majority of pupils attend­
ing Frelimo school speaking Portuguese at home. The Frelimo 
school appears to be an elite school in terms of the background 
of the majority of its intake.
The association between school attended and levels 
of aspiration and academic achievement of secondary school pupils 
was discussed in this chapter. A higher percentage of pupils in 
the Frelimo school aspired to non manual occupations while a 
lower figure was found for pupils in the other schools. Pupils 
from all the schools showed a marked preference for non manual 
rather than manual occupations as well as a university rather 
than a Technical course. A significant relationship was found 
between the school attended and the academic achievement of 
secondary school pupils. A higher percentage of pupils attending
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the Frelimo school, as opposed to the other schools, did not fail 
any grades at secondary school, The differences between the 
other schools were not substantial. These findings were compara­
ble to the data collected by the Ministry of Education on the 
academic achievement of secondary school pupils in Maputo in 
1983, in that pupils attending the Frelimo school had better pass 
rates than pupils attending the other five schools in the sample.
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CHAPTER SEVEN
THE RELATIONSHIP BETWEEN FAMILY BACKGROUND FACTORS AND ACADEMIC 
ACHIEVEMENT AMONG MOZAMBICAN SECONDARY SCHOOL PUPILS.
In the literature of North America, Europe and the Third 
World, class has long been regarded as an important indicator ofJ  
academic and career success, even more influential, in certain 
circumstances, than a student's intelligence (Biraimah, 1987).
Findings in the
West have shown an association between pupils' school 
achievement and their occupational and educational background 
(Coleman, 1966; Toomey, 1976; Bourdieu, 1973; Jencks, 1979). A 
report for the World Bank by Alexander and Simmons (1975) 
surveyed nine studies in detail from less developed countries 
regarding the determinants of school achievement. Their 
findings were generally consistent with that of Coleman and 
Jencks, in that home background emerged as the most important 
determinant of achievement.
In a study of Yaounde Primary school leavers, Cooksey 
(1978) found that one fifth of the sample had never repeated a 
class, varying from 3 0% of children from elite backgrounds to 
between 12 and 20 per cent of children from other social back­
grounds. Only one - fifth of elite children had repeated two or 
more classes compared with over two - fifth of children from
164
manual and farming backgrounds.
DuBey's (197<3) and Onyabe's (1977) work on Nigeria 
suggests a similar pattern whereby socioeconomic status has 
become an important predictor of achievement in schools.
Schiefelbein and Simmons (1981) found that social class 
significantly helped predict the achievement of students in 
twenty eight of the thirty seven Third World studies they 
reviewed. They also noted that students' family characteristics 
accounted for a higher proportion of variance in reading 
achievement than in Science achievement in studies from India, 
Malayasia and Peru.
The findings in the less developed countries are not always 
consistent with those in the West. Heyneman's research in Uganda 
suggests that school and teacher variables are more important 
than the family or other non school factors in explaining 
variations in academic performance at the secondary school level 
(Heyneman,1975). He has argued that
"the more industrialized the society the more school 
achievement is apt to be affected by a pupil's 
socioeconomic environment and other out of school 
influences " (Heyneman 1975:3).
Although such findings contradict those findings cited above (for 
e.g., Cooksey,1978; Schiefelbein and Simmons,1981), they have led 
some observers to conclude that class subcultures which might 
affect performance have not yet emerged in Africa. Heyeman (1975) 
argues that countries like Uganda may be economically stratified 
but are not yet characterized by distinct classes with 
differences in values and attitudes towards schooling. However,
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there are other observers who argue that a distinct class 
structure is emerging in Africa with the result that access to 
and performance in education is increasingly a reflection of 
class background (Cooksey,1981). In the West, the development of 
a distinct class structure has led to the emergence of definite 
class based subcultures. These subcultures affect attitudes 
towards the education system and have a direct influence on 
the chances of educational success.
Foster (1977) suggests that
" as less developed nations "modernize" the pattern
of "objective" differentiation of populations becomes 
more complex with the growth of a monetized economy and
a greater differentiation of labour......Initially,
however, this pattern of objective differentiation may 
not be accompanied by an equivalent degree of cultural 
differentiation as represented by increasing divergence 
of values, attitudes and lifestyles among various 
subgroups. In time, however, this may occur and we move, 
in effect, toward a pattern of stratification that more 
closely resembles that obtaining in developed
societies..........processes of objective differentiation
ultimately result in a degree of cultural differentiation 
that influences the profile of academic achievement 
(Foster,1977:225).
According to Foster this could account for Heyneman's findings 
in terms of the proportion of achievement explained by "home 
factors".
Various authors (Lockheed et. al., 1989) have felt 
that studies of the effects of family background on students 
achievement in Third World settings would be improved by the 
inclusion of a broader range of family background indicators 
and more culturally valid indicators of social and material 
background. Most studies of family background characteristics in 
developing countries have employed two indicators of social 
class: fathers educational attainment and fathers occupational
status. However, in their Malawi study, Lockheed et. al.(1989)
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focused on material aspects and measures of class that they 
considered were more relevant to Third World settings. For 
example, students were asked questions about their mother 
tongue; whether their houses had electricity; whether their 
parents owned a radio; and the different tasks they engage in 
after school, as pupils from a higher socio economic background 
would not perform chores, such as looking after young children, 
cooking, fetching firewood and water, which would be performed by 
servants. In addition to these indicators parents occupation and 
levels of schooling were used. The authors found that the 
above indicators of social class explained "sizeable portions 
of the variance in achievement".
The present study will not limit itself to the indicators of 
social class (parents' occupation and education) used in Western 
studies of school achievement, but will also use other measures 
of "class" background.
The other indicators of social class used in the 
present study are the language spoken at home; material goods 
possessed; and parental encouragement. The justification for 
using these indicators of social class and the relationship 
between these variables and pupils' school achievement will be 
examined in the following chapter. It is necessary to identify 
the particular aspect of social class which influences school 
achievement. The most appropriate measure of school achievement 
among school children in Mozambique is the number of grades they
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had to repeat at secondary school.
In this chapter the author uses the data collected from the
secondary school children in order to test the hypotheses
regarding the relationship between parental occupation,
education and other factors, to the incidence of repetition. 
The chapter is divided into four sections:
Section 7.1 deals with the measurement of academic achievement; 
Section 7.2 covers the relationship between parental education 
and academic achievement; Section 7.3, the largest section, looks 
at the method adopted for measuring occupational status in Mozam­
bique as well as the relationship between parental occupation and 
academic achievement; Section 7.4, investigates other family 
background factors such as material living conditions and paren­
tal support and their relationship to academic achievement.
In chapter 8, the author will examine the relationship be­
tween the language spoken at home and pupils' achievement at 
school.
7.1 Method adopted for Measuring Academic Achievement
School achievement in this study refers to academic performance 
in school administered end of year evaluation examinations. 
These determine progression from a grade to the next higher one. 
In this study, the notions of school "success" and "failure" are 
implicitly contrasted throughout. The definition of school 
success which is used is one which is tacitly employed by the 
Mozambican school system, i.e., the systematic and timely pro­
gression of pupils from one level of schooling to another. The 
end of year examinations are set by the Ministry of Education and
168
teachers are provided with standard guidelines for marking. The 
kind of data solicited was related to the phenomenon of repeti­
tion. Pupils were asked if they had ever repeated a grade at 
secondary school and if they replied in the affirmative they were 
asked to indicate all the grades that they had repeated at sec­
ondary school. They were also asked if they had failed any sub­
jects at secondary school, and if their reply was affirmative 
they were asked to specify the subjects. Pupils from different 
grades (Grade 6, 7, 8, 9, 10, 11 levels of schooling) were 
surveyed, it was necessary to control for the possibility that 
pupils in the higher grades could have failed more grades than 
those in the lower grades. Thus, the proportion of grades failed 
at secondary school was computed by dividing the number of 
grades failed at secondary school by the possible number of 
failures. Pupils from Grade five and Primary levels of schooling 
were excluded from the survey.
The repetition rate was computed as follows: where PROPFAIL is
the proportion of grades failed at Secondary School, POSSFAIL is 
the possible number of failures at the secondary level and 
NOFAILSE is the number of grades failed at the secondary level.
Proportion of secondary = Number of grades failed at secondary
school grades failed level
Number of possible failures at 
secondary level
The pupils' questionnaire contained items on 
family background variables as well as school related 
information. In the family background area these were father 
and mothers education and occupation.
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7.2 Parental Education and Academic Achievement
The following section will discuss the data relating to the
association between parental education and academic achievement.
The first part deals with the relationship between father's
education and academic achievement of secondary school pupils;
the second part discusses the relationship between mother's
education and academic achievement.
TABLE 7.1
PROPORTION OF GRADES FAILED IN SECONDARY SCHOOL AND FATHER'S 
EDUCATION (PERCENT)
Father's Education
No School Fourth Fifth Seventh Total
Or first to 
third grade
Proportion of 
grades failed
Grade to
sixth
grade to
Higher
education
None 4 11 13 22 13
Less than Half 16 27 23 28 25
Half or more 22 22 28 20 22
All 58 39 35 30 40
Total 100 100 100 100 100
162 288 141 230 821
P<.001
Table 7.1 summarizes the picture regarding the relationship
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those whose fathers have high education. These differences are 
significant at P < .001.
TABLE 7.2
PROPORTION OF GRADES FAILED BY MOTHER'S EDUCATION (PERCENT)
Mother's Education 
No education Fourth Fifth Seventh Total
Proportion of grades 
failed
or first to 
third grade
grade to
Sixth
grade
to
Higher
Educat­
ion
None 7 10 21 28 13
Less than Half 23 25 25 27 24
Half or more 21 26 24 21 22
All 49 39 30 22 40
Total 100
373
100
205
100
131
100
113
100
822
P<.001
Table 7.2 shows the relationship between mother's 
education and the proportion of grades failed by pupils. The 
table demonstrates that the phenomenon of repetition is largely 
the problem of pupils whose mothers have either no education 
or have only studied up to third grade. Those pupils (28%) whose 
mothers have studied up to seventh grade or above are more 
likely to have not repeated any grades at school as against 7% of 
those whose mothers have studied up to third grade or have not 
attended school. These differences are significant at P<.001.
Previous studies have stressed the importance of 
parental education as a determinant of school performance. 
Western European and American studies have shown parental
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education to be the most important determinant of performance 
variations within as well as between social classes (Douglas, 
1964; Blau & Duncan, 1967). Studies in developing countries have 
not always shown a consistent relationship between parental 
education and school achievement. Heyneman (1975) did not find 
a significant relationship between parental education and academ­
ic achievement among Ugandan Primary school pupils. However, 
Niles (1981) found that in Colombo, the relationship between 
socio-economic status and academic achievement was substantial. 
A regression analysis of some of the socio-economic status 
variables (father's occupation, family education, family income, 
university education and material possessions) seemed to suggest 
that parental education had a greater contribution to make 
toward achievement than the other variables (Niles, 1981).
Cooksey (1978) found that parental education was a better 
predictor of educational achievement than either income or 
occupation among Yaounde class 6 pupils in the Secondary school 
entrance examinations.
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TABLE 7.3
PROPORTION OF GRADES FAILED BY PUPILS IN RELATION TO FATHER'S 
EDUCATION
a) MALE PUPILS
Father's Education
No education 
or first to 
third grade
Proportion of 
grades failed
Fourth
grade
Fifth grade 
to further 
education
Total
None 21 39 47 37
Less than half 24 29 27 20
Half or more 26 17 17 22
All 29 17 17 21
Total 100
91
100
157
100
177
100
425
P<. 05
b) FEMALE PUPILS
Father's Education
No education 
or First to 
Third grade
Proportion of 
grades failed
None 31
Less than half 13
Half or more 15
All 41
Total 100
71
Fourth Fifth grade Total
grade to further
education
26 46 37
27 19 20
24 23 18
24 12 25
100 100 100
131 194 396
P<. 05
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TABLE 7.4
PROPORTION OF GRADES FAILED BY PUPILS IN RELATION TO MOTHER'S 
EDUCATION (PERCENT)
a) MALE PUPILS
Mother's Education 
No education Fourth Fifth 
or first to 
third grade
Proportion of 
grades failed
None
Less than half 
Half or more 
All 
Total
10
26
20
44
100
222
grade
29
30
33
100
101
to
sixth
grade
18
31
22
29
100
51
Seventh 
to Higher 
Education
20
31
23
26
100
51
Total
11
28
24
37
100
425
P> .05
b) FEMALE PUPILS
Mother's Education 
No education Fourth Fifth grade Seventh Total
or first to 
third grade
Proportion of 
grades failed
grade to sixth 
grade
to Higher 
Education
None 4 13 23 36 15
Less than half 17 20 22 24 20
Half or more 23 22 25 20 22
All 56 45 30 20 43
Total 100 100 100 100 100
151 104 80 62 397
P<.001
The patterns of association found between educational 
success and parental education apply equally to boys and girls.
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For both boys and girls, significant differences were found in
the proportion of grades failed between pupils whose fathers
had pursued secondary education and those with fathers who had 
lower levels of education (Table 7.3 and Table 7.4). Table 7.6 
shows significant differences in the proportion of grades 
failed between female pupils whose fathers had studied up to 
seventh grade or higher and those with fathers who had no educa­
tion or had not completed Primary education. These findings
are similar to those found by Cooksey (1981) in Yaounde, where
those pupils with highly educated fathers represent 28% of male 
passses, compared with 39% for girls in this group. He also 
found that
11...... girls from elite and large trading
backgrounds have higher pass rates than boys from 
almost all other occupational backgrounds" 
(Cooksey, 1981:409).
His explanation is that
"....social advantage tends to overcome sexual
disadvantage at this level....... Lower class
girls suffer both from being girls and from being 
lower class, which overdetermines their 
educational failure" (Cooksey, 1981:409).
The above analysis could also apply to the situation in 
Mozambique. It is possible that parental education would 
influence the importance parents attach to their daughters' 
educational success at school. The general cultural environment 
of the home is likely to vary according to parental education.
While progress has been made in improving female access rates to 
schooling, there are many forces within the Mozambican social and 
cultural context that affected girls' educational opportunities,
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including traditional attitudes concerning women's roles within 
Mozambican society and austere economic realities that often 
precluded or terminated a daughter's educational opportunities. 
Though Mozambican girls may now enjoy improved access rates to 
primary and secondary schools, the social and economic forces 
that have slowed their participation in the past may continue to 
play a crucial role in determining their access to higher levels 
of education, but the author's survey suggests gender equality in 
school success. There are no significant associations between the 
proportion of grades failed and pupils' gender.
7.3 Parental Occupation and Academic Achievement
This section deals with an analysis of the occupational 
structure of the Mozambican economy and the methods adopted in 
the present study for measuring occupational status in Mozam­
bique. Comparisons are also drawn between the approaches to 
stratification adopted in this study with those adopted in 
studies carried out in other parts of Africa.
7.3.1 Method adopted for Measuring Occupational Status
This section consists of a general introduction followed by 
two more specific parts: the first of these parts discusses the
criteria used in the present study in classifying father's 
occupational status; the second part will discuss the criteria 
used in classifying mother's occupational status.
7.3.1A General Introduction
This section provides an analysis of the Mozambican occupa­
tional structure. It also deals with different approaches to 
stratification and the classification of father's and mother's 
occupation adopted in this study.
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7.3.1A.1 Occupational Status in Mozambique
An analysis of the occupational structure of the Mozambican 
economy (1980) shows that 85% of the population, worked in 
agriculture, as peasants not employing labour. About 6,900 
farmers employed labour. Employment in the modern sector and in 
the public services was male dominated and highly concentrated in 
the urban areas, which contained 10% of the active population but 
offered 38% of all salaried employment. The state sectors 
employed 10% of the active population, aside from part-time 
migrant workers on state plantations. Apart from farmers, only 
about 7,000 others were registered as employers of labour, half 
of these in commerce (CNP, 1983b).
As the present study was carried out in Maputo, the
capital of Mozambique, the criteria used in classifying father's
and mother's occupational status will concentrate on the 
categories used in the classification of occupations in the urban 
areas of the country.
In the urban areas, there exists the differentiation 
between the large number of domestic servants, "blue-collar" 
workers in production, and "white-collar" workers at different 
levels in commerce, industry and the state (Johnston, et. al.j 
1987). For blue- and lower white-collar workers, the rapid spread 
of basic education, along with a shrinking labour market, meant 
that they had to keep studying to retain their jobs (Marshall,
198£). In some cases, section heads would impede subordinates
studying to prevent competition from arising. For those seeking 
employment, high qualifications became essential to getting any 
job at all. In the state, a process of formalization of "careers"
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based on academic qualifications has made a high level schooling 
a lucrative pursuit (Johnston, et. al.,1987). In the mid­
eighties, the market value of having a fourth grade qualification 
or above dropped rapidly. Where in the 1970's a sixth Grade 
certificate guaranteed employment even if not in the desired job 
and a ninth Grade certificate was a passport to the top, in the 
mid-eighties there were unplaced graduates with sixth Grade, even 
a surfeit of ninth Graders, and the prestige labour market was 
reserved for 11th Graders (Johnston, 1986). Foster (1977) 
quotes from Dore's (1976) work in referring to the role of 
education in developing countries. With reference to the Ivory 
Coast, he points out that
"At least in the earlier stages of modernization, 
education does in fact constitute the royal and
virtually only road to success  However, as
educational expansion typically begins to outrun the 
rate of increase in opportunities for full time 
employment in the modern sector, the "occupational 
currency" of a given level of education begins to 
decline, leading, in turn, to an escalation of 
demand for higher levels of schooling ( Dore,1976).
... " high levels of individual benefit continue to
accrue to the successful few at the expense of the 
less successful majority " (Foster, 1977:226).
Hanlon (1984) argues that it is difficult to undertake class 
analysis in Mozambique as there has not been sufficient time 
since Independence, for the formation of well defined classes. The 
Government argued that there did not exist a well defined 
bourgeois class and therefore used phrases like "aspirants to the 
bourgeoisie". Frelimo's analysis of the Mozambican class 
structure is contained in the documents of the Fourth Congress, 
where an analysis of the "aspirants to the bourgeoisie" can 
also be found (Frelimo, 1983a).
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1 Our country has a social stratum that enjoys levels 
of consumption unavailable to the overwhelming 
majority of the people.... From the social point 
of view, it consists chiefly of citizens 
originating from social strata that were already
privileged in the colonial period......  These
individuals try to distort the class character of 
our revolution by transforming it into a 
technocratic process through which they can 
controlpower. This social stratum actively opposes 
any measures that aim at simplifying methods, 
democratizing leadership, or increasing the 
workers' share in planning and controlling 
production. Because of their book learning, 
aspirants to the bourgeoisie despise solutions from 
people” (Frelimo, 1983a:80).
The aspirants come mainly from the social group that were 
privileged during the colonial period. These would include the 
Portuguese who remained in the country after Independence, 
Asians, Coloureds (mixed race), and a few Blacks, who had 
obtained "assimilado" status. During the colonial period, 
Mozambique did not have a settler capitalist class, as had grown 
up in Rhodesia. Mozambique was mainly a service economy, 
earning money from ports, railways and miners in South Africa. 
It follows that the
"Mozambique elite was not one of capitalists but of 
managers, professionals like engineers and doctors,
government functionaries, and traders and shopkeepers" 
(Hanlon, 1984:188).
When Mozambique became Independent, the mass exodus of the 
Portuguese meant that there were hardly any members of the elite 
class left in the country. Those Mozambicans with some education 
took over the jobs left vacant by the Portuguese. These 
Mozambicans were relatively privileged during the colonial 
period, as they had had access to colonial education. As very few
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educated people remained in Mozambique after Independence, a 
university degree or even a secondary school training guaranteed 
a high status job (Hanlon, 1984).
Education played a central role in both the "aspirants" 
gaining high prestige positions as well as in guaranteeing the 
occupations of their children.
"All those with an education, in particular government
and Party workers, have tried to develop a life style
different from peasants and workers. This has led to a 
separation between mental and manual labour, which is 
one of the traditional divisions between bourgeois and 
working classes" (Hanlon, 1984:198).
The Mozambican elite developed a distinctive life 
style. They were given certain privileges: private hospital
rooms, good housing, use of a state car, and access to special
shops, which stocked goods that were not available to the general
public (Wuyts, M., 1982). In a speech given to the Health
workers in 1979, the late President Samora Machel, stressed that 
prestige should be given to those in responsible positions. For 
example, he did not consider it right for a doctor to be in the 
same ward as his domestic servant (Machel, 1979).
As a considerable proportion of the group known as the 
"aspirants to the bourgeoisie" is already employed and has 
influence in the state, a pressure towards reproducing the latter 
group is likely continuously to emanate from the state itself 
(Johnston et. al., 1987).
The decision to use Portuguese as the only language of 
instruction in education, which arose from Frelimo history and 
from a desire to consolidate national unity, furthers the 
"aspirants" by automatically favouring those from a more 
privileged urban background who speak Portguese at home.
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Portuguese is widely perceived as giving strong advantages for 
becoming a "boss", a somebody with a job in the state (Louzada, 
1986). The examination system reinforces the advantage Portuguese 
gives to the "aspirants".
Over time and despite preventive campaigns by the 
leadership, the "aspirants to the bourgeoisie", developed into 
an embryonic class with a strong presence in the state, on the 
basis of an essentially similar social background and set of 
values, combined with a common set of interests and practices. 
Thus the main contradiction, referred to by Adam (1987:29), and 
aired at the Fourth Party Congress, remained: "Those that were
eating yesterday are those that eat well today" (Frelimo, 1983o)..
From the above discussion on the "aspirants",it would 
appear that the criteria of occupational status is based mainly 
on the division between manual/nonmanual work as well as the 
level of education required for the occupation. The vital data 
which are not available are those concerning the classification 
of different occupations according to the criteria mentioned 
above. There is also no available data on the socio-economic 
origins of pupils (personal communication, Vice Minister of 
Education,1986).
7.3.1A .2 Approaches to Stratification
"The occupational status of parents and especially of 
fathers is often used as an index of socio- economic 
status and is often hypothesized as being one of the 
most significant predictors of pupils' aspirations 
and achievement" (Murphree, 1975:98)
Studies in various countries have shown that there is general
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consensus on the relative desirability of different kinds of 
work (Cooksey, 1981). The various determinants of desirablity
that were put forward by Cooksey (1981) are : the salary ;
working conditions; opportunities for promotion and the general 
prestige attached to the job.
"In Africa the gap between the most and the least
desirable occupations is often extreme........These
inequalities tend to intensify competition for jobs
and make educational success a matter of vital
importance......  Education can be seen as a form of
property. The skills and qualifications obtained
through formal education can be sold on the job
market, and the most highly qualified usually get the 
best jobs. Parents with high incomes from their 
occupation or property generally invest substantial 
amounts in the education of their children so as to 
success " (Blakemore and Cooksey, 1981:5-6).
Methods of stratification adopted in much Third World research 
are not strictly comparable to Western status categories. For 
example, Heyneman (197 6d classified father's occupation in
Uganda on the basis of the highest level of income accruing from
the multiple occupations the father seemed to perform. African 
perceptions of the occupational hierarchy are likely to conform 
very closely to Western patterns since the colonial elite itself 
provided the model from which new African conceptions of social 
status emerged. In a speech soon after Independence the late 
President Samora Machel stated that one of the functions of 
colonial education was to create divisions between the 
educated and the noneducated where the educated work with their 
heads and despise the uneducated who perform with their hands the 
lowest form of work, physical labour (Machel,1976). In the 
present study it was found that the majority of pupils aspired 
to non manual occupations as opposed to manual occupations 
despite the government's attempts to combat such "elitist 
attitudes", by encouraging pupils to undertake manual work
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during the school holidays.
7.3.IB Classification of Father's Occupation
The classification used in the present study is similar to the
one used by Murphree (1975) in Rhodesia, where father's 
occupational status was trichotomized into high, middle and low 
status categories. The criteria of occupational status was the
level of education required for each occupation. Thus, high 
status jobs included occupations which required a university 
degree or near equivalent training and low status jobs included 
occupations requiring primary schooling or less (Murphree, 1975). 
In the present study the author developed a classification of 
father's occupation into five categories, using the criteria 
mentioned above, that is, the division between manual and 
nonmanual occupations as well as the level of education required 
for the occupation: 1) high government officials (Ministers, Vice 
Minister, prominent members of the Frelimo party) and high 
professionals (high administrative posts, large employers, high 
officials in the military, doctors, solicitors, lawyers, 
university lecturers and graduate engineers); 2) low 
professionals (teachers, social workers, nurses, lower 
management) and large traders and large business; 3) clerical 
jobs; 4) skilled manual workers, small traders, the lower 
ranks of the military and police; 5) unskilled manual workers,
small fishermen, domestic servants, and driver.
The majority of those included in the first category 
would have secondary and higher educational qualifications. The 
occupations listed in this category usually require a university 
degree or near equivalent training. Although it was true that in
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the period after Independence, people were placed in jobs 
without concern for formal education; increasingly, however, 
paper qualifications are becoming most important (Hanlon, 1984). 
A process of formalization of "careers" based on academic 
qualifications has made high-level schooling a lucrative pursuit 
(Marshall, 1988). One is reminded of the 4th Congress analysis of 
"the aspirants to the bourgeoisie" (Frelimo, 1983»;80), in which 
particular weight was given to the problem of "book-learning" 
and "despising solutions from the people" (Frelimo, 1983^:80). In 
the absence of a large and prosperous private sector, it is white 
collar employment in the public sector which constitutes the 
major channel of occupational mobility for the educated 
individuals from other backgrounds.
The second category includes lower white collar workers. 
The occupations listed in this category require lower levels of 
education than those required for the occupations included in the 
first category. Generally speaking, these workers need to have 
completed middle secondary schooling, before pursuing their 
specialist courses, but do not require to study at university 
level (MEC, 1983). The educational level of lower white collar 
workers are second only to those occupational groups included 
in the first category. The occupational classification used in 
this study distinguishes between large traders and business on 
the one hand and small traders on the other. Large traders and 
large businesses are also included in this group as they form one 
of the two different kinds of "aspirants" described by Hanlon 
(1984), that is, the commercial group. As members of this group 
do not, generally speaking, possess high levels of education they 
are included in the second instead of the first category.
The third category includes clerical workers, who
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require either post primary or post lower secondary training 
(MEC, 1983).
The final two categories include manual occupations. These 
are divided into skilled and unskilled. Skilled manual 
occupations require primary education or less, whereas unskilled 
manual occupations do not require any schooling. In practice, 
skilled manual workers tend to be older and less educated than 
semi-skilled, a result of the stability of the skilled labour 
force and the inability of younger school leavers to obtain non- 
manual or skilled jobs. The lower ranks of the military and 
police are included in the skilled manual category as these 
occupations require primary schooling.
Small trading is defined here as an activity that 
involves selling things which individuals had grown in their 
gardens, and is categorised in the lowest occupational category.
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TABLE 7.5
FATHER'S EDUCATION BY FATHER'S OCCUPATION (PERCENT) 
Father's Occupation
High non 
manual
Father's Education
No school or 
First to third 
grade
Primary Level
Secondary Level
Post Secondary 
Level
Total
6
65
27
100
51
Low non 
manual
16
81
1
100
238
High
Manual
13
54
32
1
100
284
Low
Manual
52
40
7
1
100
219
Total
20
35
42
3
100
792
P< .001
MOTHER'S EDUCATION BY MOTHER'S OCCUPATION (PERCENT)
Mother's Occupation *
Housewife Housewife/ Profess-
Mother's Education
No school or first 
to third grade
Primary education
Secondary education
Post secondary 
education
Total
55
28
16
1
100
363
vendor
62
25
12
1
100
224
P< .001
* refers to waged (paid) employment
ional & 
other jobs
16
19
62
3
100
235
Total
45
26
28
1
100
822
Table 7.5 demonstrates the significant relationship 
between father's occupation and father's educational level.
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Fathers in non manual occupations are more likely to have 
secondary education than those in manual occupations. More 
fathers in high non manual occupations have post secondary 
education than those in low non manual and manual occupations. 
These differences are significant at P < .001 level.
7.3.1C Classification of Mother's Occupation
The classification used in the present study is adapted 
from that used by Murphree (1975) in Rhodesia, where mother's 
occupation is divided into four categories: housewife, housewife/ 
vendor, professional and other jobs.
The occupational status of mothers was not as easily 
defined as that of fathers. In Mozambique as in other African 
countries, women have lower educational levels than men. The 
participation of girls in higher levels of schooling, though 
numerically much greater than during the colonial period, is at a 
lower rate than in lower levels of schooling (Lind, 1988). This 
probably reveals both traditional perceptions as to women's 
roles, and the fact of the labour market being a male preserve. 
In 1980, though much increased over colonial times, only 10% of 
employed labour was female (CNP, 19834• In the present study 29% 
of mothers of secondary school pupils were in salaried 
employment. It follows, therefore, that women who had 
acquired a profession - such as teaching and nursing - should be 
considered as having achieved a high status occupation even 
though it might have involved only a post primary or post lower 
secondary professional course.
Those mothers who were not engaged in salaried
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employment were divided into two groups: housewives and
housewives who supplemented the family income, through selling 
things which they had grown in the garden. The housewife/vendor 
category was assigned to the low status occupational category as 
they were in a slightly lower educational category than 
"Housewives" (Table.7.5b). Table 7.5b shows that a higher 
percentage (62%) of mothers who had secondary education were in 
salaried employment, as against, 16% of mothers with secondary 
education who were housewives and 12% of mothers who were in the 
housewife/ vendor category.
Mothers who were in salaried employment were 
classified into two main categories: 1) the professional group
included the following occupations: doctor, lawyer, university
lecturer, translator, teacher, social worker and nurse, typists, 
secretaries and clerical jobs. 2) other jobs included shop 
assistant, skilled manual work, unskilled manual work, and 
domestic work. The two main categories were divided into four 
smaller categories. These were high and low non manual and high 
and low manual groups. High non manual occupations included 
doctors, lawyers, university lecturers, translators, teachers, 
social workers and nurses; low non manual, included clerical and 
secretarial work; high manual included shop assistant and skilled 
manual workers; low manual included unskilled manual workers and 
domestic workers. The above divisions were based on similar 
criterias to those that were used in classifying father's 
occupation. The only difference was that not all the occupations 
included in the high and low non manual categories required the 
same levels of education as those included in the categories 
referring to father's occupation. It has already been pointed out 
that in Mozambique, as women have lower educational levels than
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men, women who become teachers, nurses or social workers should 
be included in the high non manual category.
7.3.2 Father's Occupation and Academic Achievement
Table 7.6 summarizes the picture regarding the 
relationship between father's occupation and the proportion of 
grades failed by pupils in secondary school. It can be seen that 
40% of pupils with fathers in high government and higher 
professional occupations have never repeated a grade at school 
compared with 6% with fathers in unskilled, manual occupations. 
These differences are statistically significant at P < .01.
Table 7.6 clearly demonstrates that father's occupation has a 
significant association with pupils' academic achievement. These 
findings are consistent with findings in the West (Jencks et. 
al.,1979) and some studies in Developing countries (Cooksey, 
1981; Niles, 1981). Studies in Africa have not always shown a 
strong association between father's occupation and pupils' 
academic achievement (Heyneman, 1975;1980).
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TABLE 7.6
RELATIONSHIP BETWEEN THE PROPORTION OF GRADES FAILED AND FATHER'S 
OCCUPATION (IN FIVE CATEGORIES) (PERCENT)
Father's Occupation 
High government Lower Cler- Small Unsk- Total
officials & 
Higher prof.
Proportion of 
grades failed
Prof. 
large 
trader
ical trader 
milit. 
police 
skilled 
manual
illed
manual
None 40 25 11 10 6 13
Less than Half 12 29 24 29 19 24
Half or more 27 19 16 25 24 23
All 21 27 49 36 51 40
Total 100 100 100 100 100 100
P< .001
52 96 142 286 219 795
A possible explanation for the above finding is that 
material conditions among the different occupational groups are 
very different. Most of the fathers in non manual occupations 
will have higher incomes and more education than those in manual 
occupations. Higher incomes means that parents can dispense with 
children's labour, as the various household and other chores are 
likely to be performed by servants. These families are also 
able to provide for their children with the kind of educational 
and cultural background that will enable them to succeed at 
school. It has already been pointed out that Portuguese is the 
official language in Mozambique and that it is common for parents 
from non manual backgrounds to use Portuguese at home and to
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teach it to their children. The relationship between the 
language used at home and pupils' academic achievement will be 
discussed in the following chapter.
For subsequent analysis the occupational groups are 
divided into four main categories, i.e., categories two and three 
are combined: 1) high non manual, included those from the higher 
professional groups; 2) low non manual, included those from the 
lower professional group as well as clerical workers; 3) high 
manual, included small traders, artisans, carpenters, tailors 
and those in the police and army; 4) low manual, included small 
farmers, fishermen, domestic servants and drivers.
TABLE 7.7
PROPORTION OF GRADES FAILED BY FATHER'S OCCUPATION (IN FOUR 
CATEGORIES) (PERCENT)
Father's Occupation
High Non- 
Manual
Low Non- 
Manual
Proportion of 
grades failed
None
Less than Half 
Half or more 
All
40
12
27
21
17
26
17
40
High
Manual
10
29
25
36
Low
Manual
6
19
24
51
Total
13
24
23
40
Total 100
52
100
238
100
286
100
219
100
795
P<.001
Table 7.7 demonstrates a significant relationship between 
father's ocuupation and the proportion of grades failed at 
secondary school.
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TABLE 7.8
PROPORTION OF GRADES FAILED BY PUPILS IN RELATION TO FATHER'S 
OCCUPATION (PERCENT)
a) MALE PUPILS
Father's Occupation
Proportion of 
grades failed
High non 
manual
Low non 
manual
High
manual
Low
Manual
Total
None 27 14 12 6 11
Less than half 13 33 30 23 28
Half or more 40 16 24 26 23
All 20 37 34 45 38
Total 100 100 100 100 100
15 125 148 128 416
P >. 05
b) FEMALE PUPILS
Father's Occupation
Proportion of 
grades failed
High non 
manual
Low non 
manual
High
manual
Low
manual
Tota!
None 46 20 9 4 15
Less than half 11 19 28 14 20
Half or more 22 19 25 21 22
All 22 42 38 60 43
Total 100 100 100 100 100
37 113 138 91 379
P<.01
Tables 7.8a and 7.8b demonstrate an association between 
father's occupation and academic achievement for both boys and
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girls. It can be seen from the tables that more male and female 
pupils with fathers in non manual occupations, compared to pupils 
from manual backgrounds, have not repeated any grades at 
secondary school. The differences are not significant for male 
pupils but they are significant at P<.01 for female pupils. Table 
7.8b shows that 46% of female pupils with fathers in high non 
manual occupations have never repeated a grade at secondary 
school compared with 4% with fathers in low manual occupations.
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TABLE 7.9
PROPORTION OF GRADES FAILED BY FATHER'S OCCUPATION (PERCENT)
a) Frelimo School
Father's Occupation
Proportion of 
grades failed
High non 
manual
Low non 
manual
High
manual
Low
manual
Total
None 78 77 50 50 72
Less than half 6 19 22 10 12
Half or more 13 - 22 20 11
All 3 3 6 20 5
Total 100
63
100
31
100
18
100
10
100
122
P>. 05
b) Noreste Urn
Father's Occupation 
High non Low non High 
manual manual manual
Low
manual
Total
Proportion of 
grades failed
None 33 55 35 30 37
Less than half - - - - 0
Half or more 33 9 15 23 17
All 34 36 50 53 46
Total 100
6
100
22
100
26
100
30
100
86
P>. 05
c) Josina Machel
Father' 
High non 
manual
Proportion of 
grades failed
s Occupation 
Low non High 
manual manual
Low
manual
Total
None 14 22 12 5
Less than half 36 30 48 40
Half or more 43 48 40 55
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All — — - —
Total
d) Polana School
Father' 
High non 
manual
Proportion of 
grades failed
s Occupation 
Low non 
manual
High
manual
Low
manual
Total
None 58 57 44 34 46
Less than half - - - - -
Half or more 11 5 . 6 9 7
All 31 38 50 57 47
Total 100
19
100
42
100
48
100
58
100
167
P> .05
e) Llhanguene :
Proportion of 
grades failed
School
Father's Occupation 
High non Low non High 
manual manual manual
Low
manual
Tota!
None 47 24 38 25 33
Less than half 7 28 25 31 26
Half or more 40 34 27 29 30
All 6 14 10 15 11
Total 100
15
100
29
100
56
100
48
100
148
P>. 05
f) Francisca Manyanga
Father' 
High non 
manual
Proportion of 
grades failed
s Occupation 
Low non 
manual
High
manual
Low
manual
Total
None 45 40 19 10
Less than half 45 46 67 59
Half or more 10 14 12 21
195
All - - 2 10
Total 100 100
31 35
P<. 01
Again within each school the relationship 
between father's occupation and the proportion of grades failed 
was in the expected direction with many more pupils from non 
manual as opposed to manual backgrounds repeating fewer grades 
at each secondary school (Table.7.9). In some schools (Noreste 
Urn, Josina Machel, Lhanguene) there is a weaker influence of 
father's occupation on achievement than in other schools 
(Frelimo, Polana, Francisca Manyanga).
The strong association between father's occupation and pupils' 
academic performance in the Frelimo school, which has better 
teaching and physical resources than the other schools in the 
sample, suggests that father's occupation is a stronger 
association with academic performance than the type of school 
attended.
7.3.3 Mother's Occupation and Academic Achievement
100
42
100
29
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TABLE 7.10
PROPORTION OF GRADES FAILED BY MOTHER'S OCCUPATION (PERCENT)
Proportion of 
grades failed
None
Less than half 
Half or more 
All 
Total
P<.001.
Mother's Occupation 
Housewife Housewife/ Professional Total 
Vendor and otherjobs
33
30
20
17
100
365
34
20
22
24
100
223
48
17
21
14
100
236
38
24
20
18
100
824
Table 7.10 shows that mothers occupation has a significant 
influence on academic achievement. It can be seen that 48% of 
pupils whose mothers were in salaried employment did not fail any 
grades at secondary school, as opposed to those pupils whose 
mothers were in either the housewife or housewife/vendor catego­
ries. More pupils from the housewife/vendor than the housewife 
category failed more grades at school.
TABLE 7.11
PROPORTION OF GRADES FAILED BY MOTHERS JOB FOR PUPILS WITH
MOTHERS IN PAID OR WAGED EMPLOYMENT (PERCENT)
Mother's Job 
High non Low non
Proportion of 
grades failed
None
Less than half 
Half or more 
All 
Total
P<. 01
manual
31
29
14
24
100
70
manual
28
28
28
17
100
76
High
manual
11
23
25
42
100
53
Low
manual
4
30
15
52
100
27
Total
22
27
21
50
100
226
Table 7.11 summarizes the picture regarding the 
relationship between mother's in salaried positions and the 
proportion of grades failed at school. Again many more pupils 
with mothers in high non manual (31%) and low non manual (28%) 
occupations as opposed to those with mothers in skilled (11%) 
and unskilled manual jobs do not fail at school. These 
differences are significant at P < .001.
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TABLE 7.12
PROPORTION OF GRADES FAILED BY MOTHERS EDUCATION, CONTROLLING FOR
FATHER”S EDUCATION (PERCENT)
a) Father's Education; no education or primary education
Mother's Education 
No education Secondary Total
or primary education
education or above
Proportion of
grades failed
None 7
Less than half 23
Half or more 21
All 4 9
Total 100
388
P<. 05
b) Father's Education; secondary education or more
Mother's Education 
No education Secondary Total
or primary education
education or above
Proportion of 
grades failed
None 10 27 19
Less than half 23 28 26
Half or more 25 21 23
All 42 24 32
Total 100
188
100
180
100
368
16
24
29
31
100
62
23
22
47
100
450
P <.001
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The present study demonstrates an association between the 
proportion of grades failed by pupils at secondary school and 
parental occupation and education. An analysis of the relative 
importance of some of the variables that determined pupils' 
success at school demonstrated that both mother's education 
and father's education have an influence on the proportion of 
grades failed at school (T.7.12). It can be seen from Table 7.12 
that pupils whose mothers had secondary or post secondary 
education and whose fathers had no education or primary education 
were less likely to fail at secondary school than those pupils 
whose mothers had either no education or Primary education. Simi­
larly pupils whose fathers had secondary or post secondary educa­
tion were less likely to fail if their mothers had secondary 
education or above than pupils whose mothers had no education 
or primary education.
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TABLE 7.13
PROPORTION OF GRADES FAILED BY FATHER'S EDUCATION, CONTROLLING
FOR FATHER'S OCCUPATION (PERCENT)
a) Father's Occupation: non manual
Father's Education 
Low High Total
Education Education
Proportion of 
grades failed
None 47 54 53
Less than half 17 17 17
Half or more 15 19 18
All 21 10 12
Total 100 100 100
P< .05
47 242 289
b) Father's Occupation: manual
Father's Educatio]
Proportion of 
grades failed
Low
Education
High
Education
Tota!
None 29 30 29
Less than half 26 31 27
Half or more 20 27 22
All 25 12 22
Total 100 100 100
392 110 502
P<. 05
Table 7.13 examines the relative importance of father's educa­
tion in addition to father's occupation on the proportion of 
grades failed at school.- It can be seen that father's educa­
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tion has some influence over and above that of father's occupa­
tion on the proportion of grades failed but mainly among non 
manual fathers. A plausible explanation for this finding is that 
the general cultural environment of the home is more likely to 
vary according to parental education.
The present study clearly demonstrates a significant
relationship between parental education and academic achievement.
Levels of parental education were associated with the proportion 
of grades failed at secondary school. Cooksey (1981) considers 
that "parental education is both a major determinant of class 
position and of children's scholastic performance" (Cooksey 
1981:417). He goes on to say that this would be "....
particularly true at the higher levels of parental education, 
where the link between the culture of the home and the culture 
contained in the school syllabus is most strong" (Cooksey 
1981:417). Background advantages of a cultural nature are likely 
to increase in relative importance in determining the performance 
of elite children.
7.4 Other Family Background Factors and Academic Achievement
7.4.1 Material Living Conditions
Most studies have shown the existence of close
associations between material deficits and low levels of school 
success (Tedesco, 1983; Malekele, 1981; Lockheed, et. al.,1989). 
In the study undertaken by Lockheed et. al, in Malawi, indicators 
of social class that were "more relevant to the Third World 
setting" (Lockheed, et. al., 1989:251) included the basic
attributes of the house - that is, whether pupils lived in
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thatched roof huts or in Western structures, whether their houses 
had electricity and whether pupils' parents owned a radio. They 
found that these variables were related to students' academic 
achievement.
In general, the living conditions in the rural areas of 
Mozambique are very different to those found in Maputo. Seventy 
eight per cent of all Mozambican families still lived in houses 
made of reed or wattle and daub and only 113, 000 families had
access to electricity (OMM,1984). In 1984, only one and a half 
million people had piped water in their homes (OMM, 1984).
As the present study was undertaken in an urban area, the 
questions which referred to pupils' living conditions reflected 
the urban life style. Pupils were asked which of the following 
were found in their homes: electricity, radio, record player, 
cassette recorder, television, refrigerator, cooker, iron, 
sawing machine, living room furniture, dining room furniture, 
bicycle, motor bike, car. In addition to these questions pupils 
were also asked questions about the number of rooms in their 
house as well as their daily diet.
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TABLE 7.14
PROPORTION OF GRADES FAILED BY NUMBER OF ROOMS IN THE HOUSE
Number of Rooms in the house
Proportion of 
grades failed
at school One to Three Four to Six Seven and total
Rooms Rooms more rooms
none 13 36 51 38
less than half 23 27 13 24
half or more 19 19 26 21
all 26 17 9 18
total 100 100 100 100
188 470 160 818
P <.001
TABLE 7.15
PROPORTION OF GRADES FAILED BY THE PRESENCE OF ELECTRICITY AT 
HOME
Presence of Electricity at Home
Proportion of 
grades failed Yes No Total
none 38 36 38
less than half 26 19 24
half or more 22 19 21
all 14 26 18
total 100 100 100
577 248 825
P < .01
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Tables 7.14 and 7.15 demonstrate the relationship 
between the proportion of grades failed by pupils at secondary 
school and the number of rooms in their houses and the
possession of electricity in their homes. Table 7.14 points out 
that 51% of pupils who have more than seven rooms in their
houses as opposed to 36% of pupils who have four to six rooms
and 13% of pupils who have one to three rooms, do not repeat any
grades at secondary school. These differences are significant at 
P < .001 (Table 7.14). Table 7.15 indicates that there is a 
significant relationship between the proportion of grades failed 
and the presence of electricity at home, for those pupils who 
failed all grades, but it does not discriminate between those who 
fail no grades at school.
One of the explanations put forward by the Ministry of 
Education for the low pass rates among pupils at Primary and 
Secondary level is the lack of a proper diet among school 
children (CNP, 1983a). According to Tedesco (1983),
"Nutrition indexes are associated with socio - economic 
variables ( income, housing, etc. ), and it is 
impossible to distinguish precisely whether the traits 
characterizing malnourished persons are attributable to 
the malnutrition factor itself or to factors of a socio 
- economic type " (Tedesco,1983:137).
In the present study pupils were asked questions about their 
daily eating habits. When writing about the social background of 
Mozambican pupils, Johnston (1986) points out that in the rural 
areas,
" diet is poor and in bad times pupils are likely to 
arrive at school hungry, even undernourished. The 
situation is not much better in the towns, where food 
shortages persist and wages are quite low"(Johnston, 
1986:43).
He also points out that the situation is not much better in the
205
towns, where there are shortages of food and wages are quite low 
(Johnston, 1986).
206
TABLE 7.16.
PROPORTION OF GRADES FAILED BY PUPILS' DIET
a) BREAKFAST
Number of times pupils eat Breakfast
Proportion of 
grades failed always frequently sometimes never total
none 42 43 30 32 38
less than half 20 27 28 21 24
half or more 20 18 22 29 21
all 18 12 21 18 18
total 100
405
100
106
100
287
100
28
100
826
P > .05
b) LUNCH
Number of times pupils eat lunch
Proportion of 
grades failed 
at school
Always Frequently Sometimes Never Tota!
None 40 40 28 42 38
less than half 23 22 26 25 24
half or more 19 20 25 33 21
all 17 19 21 18
total 100
562
100
96
100
155
100
12
100
825
P > .05
C) DINNER
Number of times pupils eat dinner
Proportion of Always Frequently Sometimes Never Total 
grades failed
none 37 49 34 38
less than half 25 8 29 24
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half or more 21 24 18 21
all 18 19 18 18
total 100
653
100
78
100
93
100
824
P > .05
d) PROPORTION OF GRADES FAILED BY NUMBER OF TIMES PUPILS F]
HUNGRY AT SCHOOL
Number of times pupils felt hungry
school
Proportion of 
grades failed 
at school
always frequently sometimes never to t a .
none 29 32 40 34 38
less than half 39 23 22 13 23
half or more 17 27 20 21 21
all 15 18 17 31 18
total 100
102
100
84
100 
571 '
100
67
100
824
P < .05
Table 7.16 summarizes the general picture regarding the rela­
tionship between the proportion of grades failed and pupils'
daily eating habits. As can be seen from the table, the 
differences are not significant.
Items found in the Parents Homes
To get a general picture of the parents' home resources, pupils 
were asked to indicate whether or not their parents possessed 
certain items. The following thirteen items were included in the 
questionnaire: radio, record player, cassette recorder,
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television, refrigerator, cooker, iron, sawing machine, living 
room and dining room furniture, bicycle, motor bike and car. 
Luxury items were defined as the presence of the following 
items: television, record player, cassette recorder, motor bike
and car; moderate items were defined as the presence of a 
sawing machine, bicycle, radio; necessary items were defined as 
the presence of living room and dining room furniture, a cooker, 
iron and refrigerator.
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TABLE 7.17.
PROPORTION OF 
PROPORTION OF 
GRADES FAILED
GRADES FAILED 
0 1
BY THE 
2
NO
3
OF NECESS. 
4 5
GOODS POSSESSED 
TOTAL
NONE 32 47 41 32 25 42 38
LESS THAN HALF 21 8 19 23 32 24 24
HALF OR MORE 13 21 17 14 20 24 21
ALL 34 24 23 31 22 10 18
TOTAL 100 100 100 100 100 100 100
P< .001 38 38 100 105 134 411 826
b)
PROPORTION OF 
PROPORTION OF 
GRADES FAILED
GRADES FAILED 
0 1
BY THE 
2
NO
3
OF MODERATE 
TOTAL
GOODS POSSESSED
NONE 40 33 35 50 38
LESS THAN HALF 20 21 26 22 24
HALF OR MORE 20 23 20 17 21
ALL 20 23 18 11 18
TOTAL 100 100 100 100 100
P< .05 30 276 362 158 826
C)
PROPORTION OF 
PROPORTION OF 
GRADES FAILED
GRADES FAILED 
0 1
BY THE 
2
NO < 
3
OF LUXURY GOODS POSSESSED 
4 5 TOTAL
NONE 34 33 31 46 61 50 38
LESS THAN HALF 21 28 25 23 23 17 24
HALF OR MORE 21 19 25 20 16 8 21
ALL 24 20 19 11 1 25 18
TOTAL 100 100 100 100 100 100 100
P< .001 253 204 167 106 84 12 826
Table 7.17 demonstrates a significant relation-
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ship between the items available in pupils' houses and the 
proportion of grades failed at school. These findings are con­
sistent with Cooksey's findings in the Cameroun, in that a sig­
nificant relationship was found between pupils' living conditions 
and their academic achievement (Cooksey, 1981). Niles (1981) 
found that in Sri Lanka there was a significant relationship 
between the child's material environment and his/her academic 
achievement. Lockheed et. al. (1989) found that in Malawi, 
indicators such as the possession of a radio and the availability 
of electricity help predict children's performance in school.
7.4.2 Parental Interest j_ Support and Academic Achievement
The following section will examine the extent to which parental 
interest and aspirations are related to achievement.
Parental interest in the child's progress at school was assessed 
by the frequency of parents' contact with teachers, attendance 
at parents-teachers meetings; parental ambitions regarding their 
child's level of achievement in class; parents' desire for their 
children to continue with their studies; and the frequency with 
which parents questioned their children about their day to day 
school work. Parental aspirations concerning future jobs for 
their children was also examined in the study.
211
TABLE 7.18.
PROPORTION OF GRADES FAILED BY PARENTAL EXPECTATIONS OF STANDARDS 
PUPILS WERE TO ACHIEVE AT SCHOOL
Parental Expectations of Pupils Performance
Proportion of One of Above Average Sufficient to Total
grades failed the best Pass
at school
None 15 16 9 13
Less than half 22 26 26 24
Half or more 14 22 33 22
All 48 36 32 40
Total 100 100 100 100
240 146 212 824
P < .01
The general picture regarding the relationship between 
parental expectations of the standards required of their 
children and the proportion of grades failed is shown in Table 
7.18. It can be seen that there is an association between the 
proportion of grades failed at school and parents expectations. 
The relationship is not in the expected direction. Those pupils 
(48%) who failed all grades at secondary school had parents who 
expected them to perform very well at school.
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TABLE 7.19.
PROPORTION OF GRADES FAILED AT SCHOOL BY PARENTS ATTENDANCE AT
PARENT S-TEACHERS_MEETINGS
Frequency of attendance at meetings
Proportion of 
grades failed 
at school
Never sometimes half the 
meetings
majority 
of meetings
Do Tot
not
know
none 11 16 10 12 19 13
less than half 49 32 23 21 25 25
half or more 21 27 28 22 9 22
all 17 26 38 44 46 40
total 100 100 100 100 100 100
47 110 107 491 68 823
P < .001
Table 7.19 indicates that 44% of parents of pupils who 
fail all grades at secondary school attend parents-teachers 
meetings at school as opposed to 17% who do not attend any 
meetings. The relationship between the proportion of grades 
failed and parents participation in school meetings is not in the 
expected direction. The same pattern can be seen in Table 7.20. 
Pupils who repeat more grades at school (49%) have parents who 
frequently talk to the teachers.
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TABLE 7.20.
PROPORTION OF GRADES FAILED BY NUMBER OF TIMES PARENTS TALK TO 
TEACHERS
Number of times parents talk to teachers
Proprotion of 
grades failed 
at school
Frequently Sometimes Never Total
none 15 16 7 13
less than half 14 25 27 25
half or more 21 24 19 22
all 49 35 45 40
total 100 100 ‘ 100 100
85 492 248 825
P < .001
The general picture regarding the relationship between the 
proportion of grades failed and parents interest in the child's 
progress at school is shown in Table 7.21. Those pupils who fail 
a high proportion of grades at school (46%) have parents who 
frequently discuss school work with their children.
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TABLE 7.21.
PROPORTION OF GRADES FAILED AT SCHOOL BY NUMBER OF TIMES PARENTS 
DISCUSS ACADEMIC WORK WITH PUPILS
Number of times parents discuss academic work
Proportion of Every More Than Less than Total
grades failed 
at school
Day once a week once a week
none 16 13 10 13
less than half 20 24 30 24
half or more 17 26 22 22
all 46 37 37 40
total 100 100 100 100
P < .05
251 376 197 824
There is no association between the proportion of
failed and parents desire for children to continue with their 
studies (Table 7.22). Over 90% of parents would like their chil­
dren to continue with their studies.
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TABLE 7.22.
PROPORTION OF GRADES FAILED BY PARENTS DESIRE FOR PUPILS TO 
CONTINUE WITH THEIR EDUCATION
Parents desire for pupils to continue
Proportion of 
grades failed 
at school
Yes No Do not 
Know
Total
none 13 14 5 13
less than half . 24 14 24 24
half or more 23 29 18 22
all 39 43 50 40
total 100 100 100 100
774 7 38 822
P > .05
Table 7.23 summarizes the position with regard to the 
relationship between the proportion of grades failed and
parental concern with pupils' studying habits. Those pupils who 
continually repeat grades at school (45%) have parents who 
frequently check up on their studying habits.
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TABLE 7.23.
PROPORTION OF GRADES FAILED BY NUMBER OF TIMES PARENTS CHECK ON
PUPILS' STUDYING HABITS AT HOME
Number of times parents check up on pupils
Proportion of 
grades failed 
at school
Always frequently sometimes never total
none 12 15 13 10 13
less than half 19 24 25 49 24
half or more 24 22 23 12 22
all 45 39 38 27 40
total 100 100 100 100 100
303 175 288 59 825
P <.01
As far as the association between the proportion of 
grades failed and parental interest is concerned, the above 
tables demonstrate that the relationship is not in the predicted 
direction. It is noteworthy that pupils who did not perform well 
at school had parents who encouraged them and had high 
educational aspirations for them. Pupils' academic performance 
appears to be negatively associated with parental interest and 
encouragement.
These findings are not consistent with Niles' findings in 
Sri Lanka, where parental interest and aspirations were 
moderately related to achievement (Niles, 1981), or findings in 
Western countries.
A plausible explanation for this finding is that parental 
interest variables may be difficult to measure due to problems 
such as response sets. Niles (1981) considers that "therefore in 
this area caution must be exercised in making any
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generalizations"(Niles, 1981:424) with regard to the relationship 
between parental interest in the child's progress at school . and 
academic achievement.
Another plausible explanation for the above 
findings is that in Mozambique, as in many other African 
countries most people have seen the obvious association between 
going to school and entry into high status employment. 
Therefore most parents have high aspirations regarding the 
amount of schooling their children should have. Indeed many 
parents are unrealistic in the aspirations they have for their 
children. This is more so for those from low SES backgrounds. At 
Independence, the peasantry, just as all other social classes, 
had a nearly unanimous favourable attitude to education. During 
the colonial period, people's worth was evaluated by their 
educational level. Frelimo encouraged people to participate in 
education and removed the obstacles to participation. People who 
were better off in society saw education as a way of keeping 
their lead, whilst the ones who were badly off before saw it as a 
way to getting ahead in the new society.
" Certainly in many developing countries there 
is a uniform attitude toward education. In 
these countries education has been the chief 
means of social mobility..." (Niles, 1981:429)
7.5 Conclusion
Although, as mentioned earlier, some research in developing 
countries (for example, Heyneman, 1979; Saha, 1983) suggests that 
socio-economic status is not very important in scholastic 
achievement because there is less differentiation by home and
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language, parental expectations and classes, the evidence from 
Mozambique indicates the contrary.
Most previous studies by sociologists have underlined the 
importance of family background in relation to educational 
achievement. In Mozambique no national data exists on which to 
base a discussion of family background and examination perform­
ance. One of the general principles of the Education System in
Mozambique is that education should be made an instrument for 
reinforcing the governing role of the proletariat in alliance 
with the peasantry (Machel, 19781) . Furthermore, it is stated that 
children of workers and peasants should have priority with regard 
to access to secondary school. However, if children from elite 
backgrounds perform better at secondary school than those from 
the "proletariat", it will follow that they will be more likely 
to go on to further education and better job prospects. According 
to Hanlon (1984), it is the children of the elite who do best at 
school, and who are likely to go to university. Hence reinforcing
the class divisions, despite Frelimo's attempt to discriminate
positively in favour of the "proletariat" and the "peasants".
According to Foster(1977) in the less developed countries,
"social background often determines whether a child 
will get into school in the first place but it becomes 
progressively less important in influencing how far he 
will progress or into what type of school he will move at
the secondary level " ( Foster 1977:224 ).
In the present study there appears to be an association between 
parental education and occupation and academic achievement at the 
secondary level. The association is stronger for girls than for
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boys from non manual backgrounds. The findings of the present 
study are consistent with Niles' (1981) findings in Sri Lanka, 
where a significant relationship was found between parental 
education and occupation and academic achievement.
This chapter also examined the relative importance of father's 
education in addition to father's occupation on academic achieve­
ment . Father's education had some influence over and above that 
of father's occupation on the proportion of grades failed but 
mainly among non manual fathers.
One possible explanation for the finding of the present study is 
that class - based subcultures are emerging in Mozambique and 
have a direct influence on academic achievement. While studies in 
the West have clearly demonstrated the importance of the cultural 
environment of the home on school performance, it is likely that 
subcultural factors are also increasing in importance in Africa.
A significant association was found between pupils academic 
achievement and the following variables: material goods pos­
sessed; the availability of electricity in the home; and the 
number of rooms in the house. The relationship between the 
variables used to measure parental interest and pupils' academic 
achievement was not in the expected direction, in that the 
pupils who failed the most grades at secondary school also had 
parents who showed the most interest in their academic work.
In addition to examining the relationship between the 
family background factors covered in this chapter and academic 
achievement, the present study also examines the relationship 
between the language spoken at home and pupils' 
academic achievement, this will be examined in chapter 8.
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CHAPTER EIGHT
THE RELATIONSHIP BETWEEN LANGUAGE SPOKEN AT HOME AND PUPILS' 
ACHIEVEMENT
Although there is a consensus of opininon in Mozambique 
regarding the problem of school failure, its causes have not yet 
been studied in any great detail. The Fifth Congress of the 
Frelimo party that met in August 1989 briefly addressed the 
problem of repetition in Mozambican schools (Frelimo, 1989b). The 
Party considered that the development of the Mozambican economy 
and the introduction of new technology, required people with 
higher levels of education. It was therefore necessary to in­
crease the number of children attending school. It was also 
felt that the quality of teaching had to be improved in order to
prevent failure at all levels of education. The other measures
that were put forward to prevent failure at school were to 
improve the conditions of study and of life of the pupils; to 
improve teacher training courses and increase the salaries of
teachers. The Party also felt that it was necessary to give 
financial assistance to pupils from working class backgrounds, 
thereby enabling children from these backgrounds to continue
with their education (Frelimo, 19891) .
Tedesco (1983) classifies the variables associated with 
school performance into the following four categories: material
exogenous variables includes socio economic position, nutrition, 
housing; cultural exogenous variables includes parental 
education, parental attitudes and support, language patterns;
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material endogenous variables includes school resources,
promotion systems; cultural endogenous variables includes 
teachers' training and experience and teaching methods.
Various studies have pointed out the high level of 
correlation existing between socio economic position and school 
performance. Indexes of socio economic status are generally
based on income, housing, education and occupation data, and 
there can be no doubt that poor performance is concentrated in 
the lower social strata in Latin America (Tedesco, 1983).
In this chapter the author will examine the 
relationship between school achievement and one of the cultural 
exogenous variables, that is, the language spoken at home, 
mentioned in Tedesco's classification.
8.1 Language and Achievement
One of the indicators of family background used in some Third
World studies of school achievement is the language used by
pupils at home (e.g., Cooksey, 1981; Malekele, 1981;
Lockheed, 1989). It is felt by some authors that
"the general cultural environment of the home is likely 
to vary according to parental education and this will 
tend to help the elite child at school. For example, 
it is common for elite parents to use (and to use 
correctly) the official language of the school at home
and to teach it to their children at an early age"
(Blakemore and Cooksey, 1981:86).
In a study of the Secondary entrance examination pass rates for 
Yaounde class 6 pupils, Cooksey (1981) found that
"twice as many common entrance candidates from elite 
homes as candidates in general, said that French was 
their first language, and elite children who said this 
cent among elite children who said they spoke no 
French at home " (Blakemore and Cooksey,1981: 86).
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In Mozambique Portuguese is "the official 
language and language of national unity" (FRELIMO 1971:15). A 
seminar held in 1971 addressed to the issue of colonialism and 
culture was clear about the language choice:
"In our country there is no dominant language. 
Choosing one of the Mozambican languages would be 
an arbitrary decision which might have serious 
consequences; moreover, the technical and personnel 
resources are too scarce to embark on the type of 
research necessary to turn a (Mozambican) language 
operational, particularly for science studies. We 
are forced therefore to use Portuguese as the 
medium of instruction and communication among us" 
(FRELIMO 1971:15; AT).
It is the first language for Mozambicans of Portuguese and Goan 
descent and for a restricted number of urban Africans. The 
extent to which Portuguese is spoken and used as a second 
language by the vast majority of Mozambicans is difficult to 
assess, as there are no accurate figures. For census purposes, 
"illiterate" is defined as a person older than seven who is 
unable to read and write (CNP,1983a). However, the popular ver­
sion is rather of a Mozambican who is unable to read and write 
Portuguese. The 1980 Census puts the illitera­
cy rate of the population over seven years of age at 72%.
The degree of second language use differs very widely in urban 
and rural areas across sexes and ages; in rural areas, where 87 
per cent of the population live (CNP 1983a), the use of Portu­
guese in everyday communication is very limited, and often 
confined to the classroom. Children's exposure
to Portuguese in rural villages may be limited to contacts with 
a few fluent adults who use it on formal occasions and with 
older children already at school. In the family, the presence
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of elders (who did not understand Portuguese) would inhibit other 
members from using Portuguese even if they knew it (INDE, 
1983).
As for the type of Portuguese spoken in Mozambique, 
there is much discussion about the Standard form. The "Portuguese 
of Portugal" still being considered the normative pattern and the 
local variants not being recognized (INDE, 1983^.
Portuguese is the language of public administration, of the 
school, of political mobilization and development projects. 
According to Saul (1985) the exposure to Portuguese in both urban 
and rural areas should increase if the country is to continue in 
her "difficult road to Socialism" (Saul 1985:1).
During the colonial period, the ability to speak
Portuguese, as much as being a Catholic, became synonymous with
civilization for the black Mozambican (Mondlane 1969). The
relationship between "being fluent in Portuguese" and "being
civilized" constitutes the base of the attitudes towards
Portuguese that are still very strong today. In urban areas,
particularly, parents recognize its higher status and try to use
it with their children even if their own competence is very
limited; and Maputo school children interviewed for a
sociolinguistic survey responded that Portuguese is their mother
tongue or family language in unrealistic percentages for working
class families (INDE, 1983).
Mondlane (1969) pointed out that one of the results
of the language policies of colonial Portugal:
" has been the creation of a small class that
looks down upon its own traditional language and
culture, but is not sufficiently educated to use
Portuguese efficiently " (Mondlane,1969:60).
Before examining the influence of the language used at home on
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pupils' achievement at school, the author will examine the extent 
to which the language spoken at home is related to parental 
occupation/education. Various studies in Africa have shown that 
the colonial language is spoken predominantly in high socio­
economic status (SES) families (e.g., Malekela, 1981; 
Cooksey,1981). In the present study, pupils were asked to 
indicate the language they spoke at home from a list of lan­
guages which included Portuguese, Indian and the tribal languages 
of Ronga, Changane, Magonda, Shona and Chope. By analyzing the 
occupations of the pupils' fathers, it was found, as expected, 
that the majority of the pupils speaking Portuguese at home came 
from non manual backgrounds.
TABLE 8.1
LANGUAGE SPOKEN AT HOME BY FATHER'S OCCUPATION
Father's Occupation
Language spoken 
at home
High non 
manual
Low non 
manual
High
manual
Low
manual
Total
Portuguese 90 73 57 42 60
Ronga 6 14 24 31 22
Changane 10 11 18 11
Other 4 3 8 9 7
Total 100 100 100 100 100
P <.001
52 238 286 220 796
The tribal languages of Rongane and Changane are 
more likely to be spoken by pupils from low manual backgrounds 
(Table 8.1). Ninety percent of pupils from high non manual back­
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grounds speak Portuguese at home, compared to 43% of pupils from 
low manual backgrounds. The "other" category included the tribal 
languages of Magonda, Shona or Chope. Table 8.1 shows that more 
pupils from manual than nonmanual backgrounds spoke one of these 
tribal languages at home. These findings are significant at P 
< .001.
A significant relationship also exists between mother's 
occupation and the language spoken at home, with Portuguese more 
likely to be spoken in homes where mothers have non manual 
occupations and Ronga and Changane spoken in mothers where 
mothers have manual occupations (Table 8.2).
TABLE 8 ^
LANGUAGE SPOKEN AT HOME BY MOTHER'S OCCUPATION
Mother's Occupation 
Housewife Housewife/ Salaried Total
vendor job/
profession
Language spoken 
at home
Portuguese 57
Ronga 24
Changane 13
Other 6
Total 100
366
P< .001
By analyzing the educational level of the pupils' 
fathers it was found, that many more pupils (83%) with fathers 
who have completed secondary education speak Portuguese at home 
than do pupils (43%) whose fathers either have not been to 
school or have not completed primary education (Table 8.3). The
46 78 60
31 11 22
15 5 11
8 6 7
100 100 100
224 236 826
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general pattern is the same for pupils with mothers who have 
different levels of education (Table 8.4).
TABLE 8._3
LANGUAGE SPOKEN AT HOME BY FATHER'S EDUCATION
Language spoken 
at home
No school 
or first 
to third 
grade
Father's
Primary
educat­
ion
Education
Fifth
to
Sixth
Seventh
to
Further
education
Total
Portuguese 43 49 62 83 60
Ronga 31 28 23 9 22
Changane 17 15 10 4 11
Other 9 8 5 4 7
Total 100
163
100
288
100
142
100
230
100
823
P< .001
TABLE 8.4
LANGUAGE SPOKEN AT HOME BY MOTHER'S EDUCATION
Language spoken 
at home
Mother's Education 
No school Primary Fifth 
or first education to 
to third Sixth 
grade
Seventh Total 
to 
Further 
education
Portuguese 43 61 80 90 60
Ronga 31 24 12 2 22
Changane 17 11 2 4 11
Other 9 4 6 4 7
Total 100
375
100
205
100
131
100
113
100
824
P < .001
Thus whatever advantages are to be gained from
speaking Portuguese in the home, they will accrue primarily to
those children from the most favoured backgrounds.
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TABLE 8.5
PROPORTION OF GRADES FAILED AT SCHOOL BY LANGUAGE SPOKEN AT HOME
Language spoken at home
Proportion of Portuguese Ronga Changane Other Total
grades failed
none 43 29 29 39 38
less than half 24 24 26 19 24
half or more 21 22 17 20 21
all 13 25 27 22 18
total 100 100 100 100 100
496 182 93 54 826
P < .001
Table 8.5 summarizes the position regarding the 
relationship between the language spoken at home by pupils and 
the proportion of grades failed at secondary school. The 
construction of the variable relating to the proportion of grades 
failed at school has already been discussed in Chapter five. It 
can be seen that 43% of pupils who speak Portuguese at home 
compared to 29% of those who speak either Ronga or Changane have 
not repeated any grades at secondary school. These differences 
are significant at P < .001.
For both male and female pupils, the general 
pattern is for pupils who speak Portuguese at home, as opposed 
to those who do not, to repeat less grades at school. In fact 
the relationship between the language spoken at home and the 
proportion of grades failed at school is statistically very
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significant for female pupils (Table 8.6b). Forty-two per cent 
of pupils who speak Portuguese at home as against 26% of pupils 
who speak Ronga and 21% who speak Changane, do not fail any 
grades at school, but for boys it does not reach statistical 
significance.
TABLE 8.6
PROPORTION OF GRADES FAILED BY LANGUAGE SPOKEN AT HOME, BY SEX
a) MALE PUPILS
Language Spoken at Home
Proportion of 
grades failed 
at school
Portuguese Ronga Changane Other Total
none 44 31 33 41 39
less than half 27 26 28 24 27
half or more 19 20 18 17 19
all 10 23 20 17 16
total 100
230
100
108
100
60
100
29
100
427
P > .05
b) FEMALE PUPILS
Language Spoken at Home
Proportion of 
grades failed 
at school
Portuguese Ronga Changane Other Tota!
none 42 26 21 36 37
less than half 20 22 21 12 20
half or more 23 24 15 24 22
all 15 28 39 28 21
total 100
266
100
74
100
33
100
25
100
398
P < .01
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Within each school, (Tables 8.7a to 8.7f), there is a tendency 
for pupils who speak Portuguese at home to fail less grades at 
school. It is noteworthy that very few pupils attending the 
Frelimo School speak the tribal languages of Ronga or Changane at 
home, which perhaps illustrates that it is a more selective 
school on the culture/educational level of parents than the other 
secondary schools. At this school, 76% of pupils who speak 
Portuguese at home as against 28% of pupils who speak Ronga or 
Changane, do not repeat any grades at school (Table 8.22)
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TABLE 8.7
PROPORTION OF GRADES FAILED BY _LANGUAGE SPOKEN AT HOME,
CONTROLLING FOR SCHOOL ATTENDED
a) FRANCISCA MANYANGA
Language Spoken at Home
Proportion of
grades failed Portuguese Ronga Changane Other Total
none 32 22 20 27
less than half 54 61 65 40 56
half or more 13 17 5 60 14
all 2 10 3
total 100 100 100 100 100
95 23 21 5 143
P < .05
b) LHANGANE
Language Spoken at Home
Proportion of 
grades failed Portuguese Ronga Changane Other Total
none 35 31 21 42 32
less than half 28 24 42 16 27
half or more 31 31 31 21 30
all 7 15 5 21 12
total 100 100 100 100 100
58 59 18 19 155
P > .05
C) FRELIMO SCHOOL
Language spoken at Home
Proportion of Portuguese Ronga Changane Other Total 
grades failed
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none
less than half 
half or more 
all 
total
P < . 01
76
10
11
4
100
111
25
75
100
4
33
33
33
100
3
64
9
9
18
100
11
72
12
11
5
100
129
d) POLANA SCHOOL
Language Spoken at Home
Proportion of 
grades failed
Portuguese Ronga Changane Other Total
none 47 41 48 50 46
half or more 7 5 6 20 7
all 46 55 45 30 47
total 100 100 100 100 100
85 42 32 10 169
P > .05
e) JOSINA MACHEL
Proportion of 
grades failed
none
less than half 
half or more 
all 
total
Language spoken at home 
Portuguese Ronga Changane Other Total
17
36
46
100
108
7
48
44
50
25
100 100
100
27
100
4
14
41
44
100
143
P < .001
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•f) NORESTE UM
Language Spoken at Home
Proportion of 
grades failed
Portuguese Ronga Changane Other Total
none 49 33 18 20 37
half or more 13 15 31 20 17
all 39 52 50 60 46
total 100 100 100 100 100
39 27 11 5 87
P > .05
The above findings are similar to Cooksey's (1981) 
study in Ghana. Children from commercial and non manual 
backgrounds were up to 50% more likely to pass the Secondary 
School Examination if French was the first language of the home 
(Cooksey,1981). Cooksey points out that other background factors 
such as parental education are reflected in the findings.
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TABLE 8.8
PROPORTION OF GRADES FAILED BY LANGUAGE SPOKEN AT
HOME/ CONTROLLING FOR FATHER'S EDUCATION 
a) NO EDUCATION OR COMPLETED THIRD GRADE
Language spoken at home
Proportion of 
grades failed
Portuguese Other Languages Total
none 7 2 4
less than half 13 19 16
half or more 24 20 22
all 56 60 58
total 100
70
100
92
100
162
P > .05
b) FATHER WITH PRIMARY EDUCATION 
Language spoken ,at home
Proportion of 
grades failed
Portuguese 1Other languages Total
none 12 10 11
less than half 32 23 27
half or more 26 19 22
all 30 47 39
total 100
141
100
146
100
288
P < .05
C) FATHER WITH SECONDARY EDUCATION 
Language Spoken at Home
Proportion of 
grades failed 
at school Portuguese Other Languages Total
none 21 6 17
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less than half 
half or more
25 25 25
half or more
all
total
P < .01
24
30
257
100
22
46
87
100
d) FATHER WITH POST SECONDARY EDUCATION
Language Spoken at Home
Proportion of Portuguese Other Languages
grades failed 
at school
none
less than half 
half or more 
all 
total
P < .05
44
39
9
9
100
23
25
50
25
100
4
23
34
344
100
Total
37
37
15
11
100
27
Table 8.8 examines the relative importance of the 
language spoken at home as opposed to father's education on the 
proportion of grades failed at school. After controlling for the 
independent effects of father's education, the general trend is 
for pupils, who speak Portuguese at home as against those who do 
not, to repeat less grades at secondary school. These differences 
were statistically significant for all the pupils except for 
those whose fathers did not have Primary education. (refer to 
Tables 8.8a).
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TABLE 8.9
PROPORTION OF GRADES FAILED BY FATHER'S EDUCATION, CONTROLLING
FOR LANGUAGE SPOKEN AT HOME
a) PORTUGUESE SPOKEN AT HOME
Father's Education
Proportion of 
grades failed 
at school
no school 
or third 
grade
primary
education
secondary
education
post Tot
secondary
education
none 7 12 21 44 17
less than half 13 32 25 39 26
half or more 24 26 24 9 32
all 56 30 30 9 32
total 100
70
100
141
100
257
100
23
100
491
P < .001
b) OTHER LANGUAGES SPOKEN .AT HOME
Father 's Education
Proportion of 
grades failed 
at school
no school 
or third
grade
primary
education
secondary
education
post total 
secondary
education
none 2 10 6 6
less than half 19 23 25 25 23
half or more 20 19 22 50 20
all 60 47 46 25 50
total 100
92
100
146
100
87
100
4
100
329
P ) .05
The same data is shown in Table 8.9 but examining the associa­
tion of father's education and school achievement among the 
Portuguese speakers (Table 8.9a) and among the pupils who do not 
speak Portuguese at home Table 8.9b). Among Portuguese speakers 
there is a statistically significant effect, at P <.001, of 
father's education. However, Table 8.9b shows that when Portu-
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guese is not spoken at home, there is no significant relationship 
between father's education and the proportion of grades failed at 
school. The same patterns seem to apply among pupils whose moth­
ers have different educational levels, after controlling for the 
independent effects of the language spoken at home (Table 8.10).
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TABLE 8.10
PROPORTION OF GRADES FAILED BY MOTHER'S EDUCATION, CONTROLLING
FOR LANGUAGE SPOKEN AT HOME
a) PORTUGUESE
Proportion of 
grades failed
Mother's Education
No school Primary Secondary Post 
Third grade school school Secondary
school
Total
none 11 11 25 56 18
less than half 23 25 28 22 25
half or more 23 29 23 24
all 43 34 24 22 33
total 100
160
100
125
100
198
100
9
100
492
P < .001
b) OTHER LANGUAGES SPOKEN AT HOME
Mother's Education
Proportion of 
grades failed 
at school
No
or
school
third
grade
Primary
Education
Secondary
Education
Post Total 
Secondary
Education
none 4 9 14 6
less than half 23 24 19 23
half or more 19 20 25 100 20
all 54 46 39 50
total 100
212
100
80
100
36
100
1
100
329
P ) .05
These findings show a strong independent effect of the 
language spoken at home, over and above father's and mother's 
educational level.
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TABLE 8.11
PROPORTION OF GRADES FAILED AT SCHOOL BY FATHER'S OCCUPATION,
CONTROLLING FOR THE LANGUAGE SPOKEN AT HOME
a) PORTUGUESE
Father' s Occupation
Proportion of 
grades failed 
at school
High Non 
Manual
Low non 
Manual
High
Manual
Low
Manual
Total
none 45 20 11 7 18
less than half 13 28 32 17 25
half or more 23 18 27 30 24
all 19 35 30 45 33
total 100
47
100
174
100
162
100
94
100
491
P < .001
b) OTHER LANGUAGES SPOKEN AT HOME
Father's Occupation
Proportion of High non Low non High Low Tota'
grades failed 
at school
Manual Manual Manual Manual
none 8 9 4 6
less than half 22 24 21 22
half or more 60 16 22 19 21
all 40 53 43 56 50
total 100 100 100 100 100
5 64 123 125 317
P > .05
Table 8.11 examines the relative importance of the 
language spoken at home as opposed to father's occupation on the 
proportion of grades failed at school. It can be seen from Table 
8.11a that when Portuguese is spoken at home, there is a sig­
nificant relationship between pupils' academic achievement and
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father's occupation, (P< .001). For those pupils who spoke anoth­
er language at home, no significant differences were found be­
tween pupils with fathers of different occupational status in the 
proportion of grades failed at school (Table 8.11b). These 
findings show a strong and independent effect of language spoken 
at home on school achievement, over and above father's occupa­
tional status.
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TABLE 8.12
PROPORTION OF GRADES FAILED BY PARENTS ABILITY TO SPEAK 
PORTUGUESE
a) FATHERS ABILITY
Proportion of 
grades failed
none
less than half 
half or more 
all 
total
Father's ability to speak Portuguese
Yes
38
23
21
19
100
804
No
37
37
11
16
100
19
Total
38
24
21
18
100
823
P > .05
b) MOTHER'S ABILITY
Mother's Ability to Speak Portuguese
Proportion of 
grades failed
Yes No Total
none 38 35 38
less than half 23 26 24
half or more 20 22 21
all 18 17 18
total 100 100 100
643 183 826
P > . 05
Pupils were also asked specific questions about 
their parents ability to speak as well as to read and write in 
Portuguese. Only 2% of fathers and 22% of mothers could not speak 
Portuguese and among this very small group there were no 
significant differences in the proportion of grades failed
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between those pupils whose parents are able to speak Portuguese 
and those whose parents are not able to speak it are not signifi­
cant (Table 8.12). This could be due to the fact that there 
probably is a great deal of variance between parents' in their 
ability to speak Portuguese and also in their ability to read 
and write in the language. They may not possess a level of 
literacy in Portuguese sufficient to be called "functional11. The 
variable of speaking Portuguese at home best captures this 
"functional" ability and is the strongest predictor of educa­
tional attainment.
The findings from the present study demonstrate
that, whereas, there is a significant relationship between the 
proportion of grades failed at secondary school and the language 
spoken at home, there is no difference in the proportion of 
grades failed between those pupils whose parents are able to 
speak Portuguese and those whose parents are not able to speak 
it. A plausible explanation for this is that the general
cultural environment of the home is likely to vary according to 
the use of Portuguese at home. Pupils' whose parents use the
official language of the school at home will also be inclined to 
use the language with their children at an early age. It is a
truism that in order to learn, to think, to solve problems, to
remember, to clarify, to discriminate relationships and to
manipulate and order experiences properly, one must know and 
understand the appropriate language.
Lawton (1968) found social class differences in the
language behaviour and skills of children in Britain. Middle
class children tended to have superior linguistic competence as 
evidenced in speech and vocabulary scores. Lower SES children
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could not think abstractly. Children from poor homes did not 
engage in extended and stimulating conversations with adults. The 
situation is worse when a foreign language is used as the medium 
of instruction, as is the case in Mozambique. The children of 
parents who speak Portuguese at home come to school with full 
command of the language of instruction as it is the same language 
used at home, while those pupils who speak a different language 
have to learn to listen to what they may not understand for quite 
sometime as it is not a language familiar to them. This command 
or lack of command of the language of instruction may make a lot 
of difference in motivation and attainment levels (Court and 
Kinyanjui, 1980; Foster, 1980).
During the period, 1980-81, many letters were written to 
the Mozambican journal, Tempo, complaining about the rejection of 
the Portuguese language by various categories of lower-paid 
workers, who would ignore or rebuff people not speaking the local 
language and limit themselves only to it: "Here we don't speak 
Portuguese because we aren't Portugueses" (Tempo, 27/1/1980:58). 
The maintenance of Portuguese as the language of instruction
"..... creates social discrimination in the education 
system...which reproduces and accentuates class 
divisions, because those who currently benefit from the 
education system, the more privileged classes who are 
better served by it, have little interest in 
transforming it" (CEA, 1984:39).
Therefore, the decision to use Portuguese as the only language 
of instruction in education, automatically favours those pupils 
who come from a more privileged urban background.
Portuguese is widely perceived to give strong advantages for 
becoming a "boss", a "somebody" with a job in the state (Louzada,
1986).
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8.2 The Importance ofthe Portuguese Language in Mozambigue
The fact that being in command of the medium of 
instruction facilitates learning cannot be overemphasized 
(Bernstein,1977; Bourdieu,1977; Mouly, 1973; Mvungi, 1981 ). 
Languages spoken at home are also related to the development of 
reading and verbal skills.
In Mozambique, Portuguese is used as the medium of 
instruction from first grade. The children of the elites come 
to school with full command of the language of instruction as it 
is the same language used at home, while those from "humble" 
backgrounds, whose mother tongue is different have to learn to 
listen to what they may not understand for quite sometime as it 
is not a language familiar to them. This command or lack of 
command of the language of instruction may make a lot of 
difference in motivation and attainment levels (Court and 
Kinyangi, 1980; Foster, 1980 ). Language plays such an important 
part in school and has been regarded as one of the main factors 
accounting for the failure of certain children (Ogbu, 1982) . In 
particular, stress has been put on differences in language varie­
ties, uses of language and discourse patterns (Labov, 1978). When 
learning and interacting in school is processed through a lan­
guage different from the child's first language, the mismatch 
between home and school is even greater, although bilingualism is 
not in itself a source of academic failure.
In developing countries there is often a situation 
whereby communication in the primary classroom is processed 
through a language that is a second language for both children 
and teachers. They may share the same first language and
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cultural background, but teachers have difficulties in using the 
children's first language to facilitate the learning of the 
second language. Teachers may find methodologies and syllabi 
incongruent with their own conceptions of language, teaching and 
learning. In Mozambique, for example, many of the teachers are 
not fully fluent in Portuguese and consequently cannot express 
concepts as well as "native" Portuguese speakers
(Johnston, 1986).
Low pass rates at primary and secondary school level 
have always been a cause for concern, and the acquisition of 
literacy in a second language has been singled out as one of the 
most problematic areas to be studied. The first large research 
project with a focus on language in education was started by 
the Instituto Nacional do Desenvolovimento da Educacao (National 
Institute for the Development of Education) in 1982. It was the 
first attempt to investigate the particular form of school 
bilingualism in Mozambique, by focusing on rural children's 
competence in the first language, especially on those cognitive 
aspects believed to be critical for school learning. The main 
results of the study may be summarized as follows: a) children
had developed in their first language cognitive functions of 
language which were not expressed, used or developed at school 
for at least two years; b) their second language restricted them 
to the use of less cognitively complex functions; c) children's 
linguistic production at school consisted mainly of chorous 
replies repeating or confirming teachers' openings, while 
exchanges involving cognitive use of language were very 
rare (INDE,1982).
When Mozambique got its Independence in 1975, the 
decision was taken by the government to discard the whole
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educational syllabus and rewrite all the textbooks, but the 
methodology of language teaching continued to be based on the 
equivocal assumption that Portuguese was the first language.
The problem of the language of instruction was only addressed at 
the first National Seminar held in 1979 on the "Teaching of 
Portuguese". On that occasion, the Minister of Education 
recognized that Portuguese was the second language for the great 
majority of the population and a second language approach was to 
be used in its teaching. The children's mother tongues, however, 
would only be used as contrast to explain grammatical and 
phonetical differences (Machel,G., 1979). The Minister predicted 
that the literacy campaigns, especially directed at women, would 
spread the use of Portuguese in the families, and that
" ..... adults would adopt it as the day to day
language, for intimate and personal matters; it would 
become, as the mother tongue, the language used in 
current communication, in the moments of happiness 
and sorrow ofthe family, in conversations among 
friends" (Machel, G. 1979:5).
Group reports to the Seminars included recommendations 
to extend the period devoted in schools to the acquisition of 
oral communication skills, introducing reading and writing only 
when the child had already mastered the process of 
communication, and not to prohibit the use of mother tongues 
among children at school. They also gave a more realistic picture 
of usage patterns, arguing that the spreading of Portuguese 
depended upon opportunities and need for its use gradually 
created in the process of development.
A 1982 UNESCO report was indirectly critical of 
language policies and recommended the development of Mozambican 
languages and their use in education as the only model which put
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the FRELIMO principles of popular participation into practice. It 
argued that the proposed model of "functional bilingualism" 
(MEC, 1980d) would limit the use of Mozambican languages to
subordinate functions while Portuguese would remain the language
of high prestige (Yai, 1982).
Tedesco (1983) points out that numerous studies have linked 
school success to the "pupil's linguisitic capital".
"Children repeating grades are little able to 
understand what the teacher is saying in the
classroom. This state of affairs reaches a peak in
areas with indigenous population where teacher and 
pupil il do not share the same language code. Moreover, 
some studies seem to suggest that the linguistic
interaction between parents and children in popular 
sectors differs in quantity and quality from that 
existing in the middle strata" (Tedesco,1983:140).
In Tanzania, Kiswahili is used as a medium of instruction 
in Primary schools, while English replaces Kiswahili at the 
Secondary and tertiary levels. Malekele (1981) in his study of 
Tanzanian secondary school pupils found that pupils who spoke 
both Kiswahili and English , constituted about 10 per cent of 
his sample and also came from advantaged backgrounds. Children 
with verbal ability in English, came from elite backgrounds (i.e. 
professional, managerial and administrator cadres). By analyzing 
the educational level and occupations of the students'
fathers, Malekele found that the majority of the students 
speaking English at home (either alone or with other languages) 
came from elite backgrounds. The tiny minority of students who 
use English only when at home came from very privileged homes; 
none of their fathers had less than Primary eight education, and
all were either in business or in executive and managerial
occupations (Malekele, 1981).
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The findings in the present study are consistent with 
Malekele's findings in Tanzania, in that many more pupils from 
non manual as opposed to manual backgrounds spoke Portuguese at 
home. There was also a significant relationship between the 
language spoken by pupils at home and the proportion of grades 
failed at Secondary school.
8.3 Conclusion
This chapter has attempted to examine the
association between the educational achievement of Mozambican 
Secondary school pupils and the language spoken at home. The 
results of the present study appear to demonstrate the 
existence of a close association between the language spoken at 
home and the proportion of grades failed at school.
After controlling for the independent effects of 
parental education and occupation, the present study appears to 
show that there is a significant relationship between the
proportion of grades failed at school and the language spoken at 
home. Those pupils who speak Portuguese at home are less likely 
to repeat grades at school. Language and performance variations 
are more closely associated at the top than at the bottom of 
father's occupational ladder. The general cultural environment 
of the home is likely to vary according to parental education and 
occupation and this will tend to help children from non manual 
backgrounds at school. For example, it is common for parents with 
non manual occupations to use (and to use correctly) the 
Portuguese language at home and to teach it to their children at 
an early age. Speaking Portuguese at home will also enable 
parents to help their children with school work . Studies in the
West have clearly demonstrated the importance of the cultural
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environment of the home on school performance. Although it is 
argued by some writers (for example Heyneman, 1981), that class 
subcultures are still in the formative stage in Africa, others 
(for example, Blakemore and Cooksey, 1981) consider that subcul­
tural factors are increasing in importance in Africa.
CHAPTER NINE
GENDER DIFFERENCES IN EDUCATIONAL AND OCCUPATIONAL ASPIRATIONS 
AMONG MOZAMBICAN SECONDARY SCHOOL PUPILS.
This chapter discusses the relationship between pupils' gender 
and their educational and occupational aspirations.
One of the differentiating factors in the occupational and 
educational aspirations of pupils attending secondary schools in 
Maputo was the gender. Differences in occupational and 
educational aspirations betwen boys and girls were greater than 
social class differences.
Before embarking on a discussion of the relationship 
between pupils' gender and their educational and occupational 
aspirations, the author would like to briefly discuss the 
situation of women in Mozambique, with respect to education and 
occupations.
9.1 Women and Education
In most countries in the Third World, female literacy rates 
and educational levels lag far behind those of men*
While differentials between male and female literacy and 
educational qualifications tend to be narrowing in urban areas, 
they are still significant, and lack of education often debars 
women from some of the better-paid jobs in the urban labour 
market. In Ghana, for example, although there is a relatively 
high proportion of girls attending Primary school (44% of all
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school attenders between 1965 and 1975) , the number of girls in 
education fall dramatically at Secondary and Higher levels (26% 
between 1970 and 1975); this is significant since it is through 
higher education that access to the best jobs is achieved.
In Kenya, in 1986, women comprised 48% of primary 
students, 41% of secondary students, but only 30% of university 
students (Republic of Kenya, 1988).
Recent World Bank data indicate that females account 
for 44% of primary enrolments in Africa today, 34% of secondary 
enrolment and 21% at the tertiary level (World Bank, 1988:61).
9.2 Sex Differences in Enrollment in Mozambique
In Mozambique, during the colonial period, 
discrimination against women in general and in the education 
system was practiced as part of Government policy. Women were 
confined to child bearing and childrearing roles. They were also 
expected to produce cash crops.
In 1973, when Frelimo
was still engaged in the armed struggle against colonial rule, 
the Mozambican Women's Organisation (OMM) was founded in the 
Liberated zones (i.e., those areas of the country that were 
controlled by Frelimo). In his opening address to the first 
conference of the OMM, the late president, Samora Machel, stated: 
"The liberation of women is a fundamental necessity for the 
revolution, a guarantee of its continuity and a condition for its 
success" (Machel, 1973ei 10) .
After Independence, FRELIMO fought against premature 
marriage and bride price (lobolo). According to Frelimo, lobolo 
exercises a negative effect on many aspects of women's lives,
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encourages premature marriage, and impacts against women's
participation in education. Fathers would force their daughters
to marry when they got a good enough offer, taking them out of
school for the purpose:
"The parents enroll our sisters at a higher age and as 
soon as they enter 3rd or 4th grade they are taken out of 
school and obliged to marry; and they say that when they 
study a lot they become transformed or will be 
prostitutes" (Tempo 28/3/1982:51).
"It's the heavy expenses supported by the girl's father, 
9th Grade finished and paid by the parents but which is 
apparently going only to enrich a person not even of the 
family etc. (which stimulate lobolo - bride price)". 
(Jossias, Tempo 30/5/1982:57)
"I hear the elderly who inherited the old society say
that "I can't allow my daughter to marry without bride
price because I spent a lot  because she studied to
4th or 5th Grade" (Tivine,J., Tempo 30/5/ 1982:57).
From the above quotes, it can be seen that girls' education 
assumes different values for different parents —  whereas one 
parent may regard it as an investment to be repaid in marriage, 
another considers it to be a waste of money.
In Mozambique, there have been both national and local 
campaigns to enroll all children in school. Particular attention 
has been placed on educational opportunities for young girls. 
During the colonial period women suffered double discrimination 
at the hands of the colonial regime and their parents, who
wanted to keep them at home and to utilize their labour while
preparing them for early marriages which often brought generous 
bride price (OMM, 1981). The dramatic increase of students at all 
levels demonstrates the success of these campaigns. Between 1974 
and 1977 the number of children attending primary school-almost 
half of whom were girls -increased from 700,000 to 1,300, 000
(Noticias,1977), and secondary school enrollments during this 
period tripled from 20, 000 to more than 60, 000 (Noticias,
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1977). The government had also encouraged young women to enroll 
in vocational training programs previously reserved for males. As 
one male student noted, "traditional society said that women 
could not perform the same jobs as men but here we have girls 
training with us to become automobile mechanics and carpenters" 
(Tempo, 10/10/1977; AT).
While the constitution guarantees the right to 
education for all Mozambican citizens, there are still 
insufficient resources to establish schools for the whole 
population. Schooling was therefore not compulsory (Primary 
education was to be made compulsory under the New System of
Education,1983). As a result, the reasons that lead, in Africa
as a whole, to a smaller proportion of girls than boys in school, 
also pertain in Mozambique: the economic reality, given the
sexual division of labour, means that mothers cannot afford to 
lose their daughters' labour by sending them to school during the 
day; the belief that girls, as potential wives, do not need
education, since they will be able to depend on their husbands;
the fact that many girls drop out of school in order to get 
married at a young age (Urdang, 1989). Thus, enrollment figures 
for girls decreases at each level of schooling. In 1979, for 
example, the percentage of girls in primary school was 42.6 per 
cent and in secondary general, 29.1 per cent. Available statis­
tics indicate an overall secondary school sex ratio (in general, 
technical and adult education) as follows:
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TABLE 9.1 (This is Table 4.12 repeated for convenience) 
Sex Enrollment Ratios 1977-1980 (per cent)
1977 1978 1979 1980 (general secondary only)
Male 73 74 73 71
Female 27 26 27 29
According to Johnstone, 1986
" The sex imbalance is high in the secondary schools due 
to the influence of the traditional society on women and 
its perception of their role, compounded by the limited 
boarding facilities for girls and a parental reluctance 
to send their girls to boarding
school"(Johnstone,1986:61; AT).
The practice of rites of initiation and of early marriages 
plays an important role in the presence of fewer girls 
in the last years of primary education. Even though 
organizations such as the OMM (Mozambican Woman's Organization) 
and the Frelimo Party explain the negative effects of rites of 
initiation and of early marriages and the importance of sending 
both boys and girls to school, these practices continue.
A serious problem that affects boys as well as girls is 
with respect to absenteeism. Many parents do not send their 
children to school because they are needed to help in the 
"machambas" (small plots of land) or to look after the animals. 
One communal village in the Province of Gaza, tried to solve this 
problem by having school sessions in the morning as well as in 
the afternoon, in order that there would always be a child at 
home to help with the various chores.
There continues to prevail an attitude that
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formal education is necessary only for boys. One of the tasks of 
the Assemblias do Povo (People's assembly) at the local and 
district levels is to persuade parents that they must send all 
their children (i.e. both boys and girls) to school.
It is acknowledged that there is a decline in the 
number of female students attending secondary school. In part 
this is explained by the fact that girls who attended secondary 
school in 1979, had started their education during the colonial 
period. There existed the tendency for girls to abandon 
secondary school in order to get married. One factor that 
contributed to this situation was the reluctance of many parents 
to allow their daughters to leave home in order to attend one of 
the regional secondary schools, as a boarder. Despite these 
difficulties girls now have better opportunities in relation to 
secondary education. They have the right to attend whatever 
type of secondary school, general or technical, whilst during the 
colonial period they were confined to the commercial schools. As 
a result of the campaigns of OMM to encourage women to carry 
out new types of work, women increasingly continued to attend 
Technical schools.
The OMM (Organization of Mozambican Women) launched 
campaigns to persuade parents to enroll girls in school and 
husbands not to interfere in their wives' adult education 
participation. In 1980, in primary education, girls comprised 40% 
of enrolment, and women 54% of the total in adult literacy (CNP, 
1983).
The following table shows the enrollment figures for women 
in school, during the period, 1974/5 to 1984.
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TABLE 9.2 (This is Table 4.13 repeated for convenience)
Women in School. ( Enrollment figures in '000)
1974/5 1979 1984
Grade Total 
enrol.
a
'o
female
Total 
enrol.
a,
' o
female
Total 
enrol.
o,
female
Pre-primary 341.8 37 188.7 47 63.3 47
one 160.5 32 584.3 47 479.0 46
two 87.9 30 362.8 42 360.5 44
three 50.2 28 227.4 34 216.5 41
four 31.2 29 131.5 27 140.2 35
five 12.4 42 55.7 29 61.8 33
six 8.0 46 29.7 28 43.0 31
seven 2.0 47 4.7 30 8.8 29
eight 1.7 49 2.2 30 5.0 30
nine 0.9 53 1.6 41 3.5 30
Source: MINED, 1985; Pereira, 1987.
It can be seen from Table 9.2 that although there is a high
proportion of women in Primary education., the same cannot be said
of secondary education, where women are underrepresented.
In a conference of the Organisation of Mozambican Women, that 
took place in 1984, the Education Minister, Graca Machel, spoke 
about some of the issues relating to women and education.
She said that although 50% of all pupils who enter the first
year of primary education in Mozambique were girls, this had to 
be balanced against the fact that out of every 1,000 girls 
entering first class, only 260 reached the end of the four years 
of primary education. The high drop out rate meant that many
girls were condemned to remain illiterate or semi illiterate.
Girls who become pregnant are usually expelled from school. It
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was suggested that they should be allowed to study at night. 
Teachers and other education workers, she said, must insist 
inside local communities that parents must not withdraw their 
daughters from school until they have at least completed their 
primary education. The situation in secondary education was even 
worse than that found in primary education: out of every 1,000
students entering secondary education, only 28% were girls. In 
establishments for vocational education (except for commercial 
courses) even fewer girls were to be found. Although 97% of 
working women were in the agricultural sector, the number of 
women in agricultural colleges was insignificant (Machel, 1984). 
She suggested that to overcome this problem there should be a 
form of positive discrimination , namely an obligatory percentage 
of women on all the major vocational and professional courses.
The participation of girls in higher levels of education 
is at a lower rate than at lower levels of the educational system 
(Table 9.2). This probably reveals both traditional perceptions 
of women's roles, and the real fact of the labour market being a 
male preserve. In 1980, though much increased over colonial 
times, only 10% of wage labour was female.
9.3 Sex differences in Educational aspirations
There were no significant differences between male and female 
secondary pupils in their desire to continue studying at school 
(Table 9.3). Ninety-eight percent of both boys and girls wished 
to continue studying.
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TABLE 9.3
PUPILS' DESIRE TO CONTINUE STUDYING BY SEX (PERCENT)
Sex
Pupils' desire 
to continue 
studying
Yes
No
Total
Male
98
2
100
428
Female
98
2
100
400
Total
98
2
100
828
P >.05
The general picture regarding the differences between 
male and female pupils in their post secondary school aspirations 
is shown in Table 9.4. It is apparent that a university course 
accounts for a high proportion of both male (62%) and female 
(59%) choices. A more significant finding is that more of the 
female pupils (12%) compared to male pupils (5%) aspired to 
study only up to ninth grade. Technical courses were more 
popular with the male pupils, 1% compared to 11% of girls. These 
differences are significant at P< .001 level. It must be stated 
here that there are courses such as teacher training that do not 
require an education to eleventh grade level of entry. Pupils 
wishing to pursue such courses may leave after ninth grade.
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TABLE 9.4
EDUCATIONAL LEVEL PUPILS' ASPIRE TO REACH BY SEX (PERCENT)
Male Female Total
Educational level 
pupils aspire
Ninth Grade 5 12 8
Eleventh Grade 14 18 16
Technical Education 19 11 15
University 62 59 61
Total 100 100 100
428 397 825
P < .001
These findings for Mozambique show smaller gender differences in 
aspirations than have been found in other African countries. 
Foster (1965) found that in Ghana there was a significant sex 
difference in student choices of Post-secondary institutions. He 
found that although more girls than boys expect to continue
their studies, they prefer training courses requiring lower
standards of entry. Thus, 55 per cent of girls, compared to 23 
per cent of boys preferred courses, access to which could be 
gained directly through the fifth forms.
"Girls, in fact, consistently tend to be oriented
toward post - secondary courses of a more narrowly
defined vocational and professional nature, while boys 
are more directly drawn to institutions offering more 
general courses of study at a somewhat higher level" 
(Foster, 1965:265).
Murphree (1975) found that in Rhodesia boys had significantly 
higher educational aspirations than girls with 65 per cent 
aspiring to go to university while only 27 per cent of girls 
desired to go. In a• study of occupational aspirations of
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pupils from the Gambia, Ghana, Mauritius, Nigeria and Sierra 
Leone, Peil (1982) found that there were significant sex
differences in pupils' choice of post - secondary courses. This
indicates that more girls than boys opt for training courses
requiring lower standards of entry. They do not anticipate
undergoing the rigours of sixth form work to such an extent as
male students. Girls, in fact, consistently tend to be oriented
toward post-secondary courses of a more narrowly defined 
vocational and professional nature, while boys are more directly 
drawn to institutions offering more general courses of study at 
a somewhat higher level.
Another significant change for women is the opportunity to 
study abroad. For example, Cuba accepted 1 000 male and 200
female secondary school students in each year, between 1977 
and 1986. Nevertheless there exists the problem in managing to 
recruit a sufficient number of female students because their 
families do not wish them to leave home. This constitutes a 
major problem with the girls but not with the boys.
An ethnographic study of a workplace literacy program at 
Matola Industrial Company, Mozambique, also showed that women 
were more likely than men to drop out of the literacy program or 
not start at all (Marshall, 1990a). Many women dropped out after 
just a year of classes because of the pressure of their double 
day. For example a 37 year old woman, who had worked for twenty 
years at the company told Judith Marshall :
"I really want to study but social conditions don't
make this possible. Senhora Judith knows how it is with 
men. I'm alone there at the house. I don't have any 
household help. If I study here, I'll get home only at 9
or 10 at night. My husband is without food or water. He 
could decide to get another woman, saying ' this woman is 
prepared to cook for me. you don't want to '. These are 
the social problems we face. I want to study a lot. I'd
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like to do up to at least the sixth grade-but I can't 
because of the social situation" (Marshall, 1990a:253).
Another woman aged 43, who had worked at the Company from the 
age of fifteen, when she had passed grade three in a Maputo 
school. Her day begins at four in the morning when she sets off 
to work for two hours in her plot of land ("machamba"). Between 
6.00 and 7.00 she gets ready for work. She leaves home at 7.00 
and returns at 5.30. "I'd like to do fifth class," she 
explained. "My problem is the time. I get home too late to do 
the cleaning and feed the children. A woman is always being 
squeezed, She's always in the middle. Always given orders." 
(Marshall,1990a:254).
The issue of literacy is a cogent example of how the 
failure to confront the sexual division of labour in the home 
limits a woman's potential, and keeps her locked into old 
patterns of overwork and subordination (Urdang, 1989).
In examining Frelimo's discussions regarding equality in the 
sexual division of labour in the home, Stephanie Urdang notes 
that in Mozambique,
"While political mobilization remained vital- in all parts 
of the country- in encouraging women to take on men's roles, 
the mobilization of men to do "women's work" is absent.
.......There is an absence of the concept of gender struggle
in the overall struggle for a transformed society. Demand 
for equality within the domestic sector is posed as a source 
of conflict, one that should be guarded against, not 
encouraged. While the need for more equality within family 
relations is not denied, women are urged to "speak with kind 
words" and bring about an integrated family work life
through example. Work hard. Get up even earlier. Men will
then see the need to contribute. The intensity with which 
women are at times exhorted to speak with kind words, to 
diminish conflict, while the demand that men take on 
household chores on an equal basis is labelled "mechanistic" 
suggests that women have in fact taken up this issue with 
energy, so that a need was felt to squelch it before such 
conflict becomes "destructive" in a society trying to forge 
unity. While class struggle is emphasized as critical to the
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transformation of the society, gender is not. The former 
dissolves contradictions. The latter is threatening” 
(Urdang, 1989:161-162)
9.4 Occupational Structure of the Mozambican Economy.
In this section, the author will first discuss briefly, the 
occupational structure of the economy, and in particular, the 
employment patterns of women.
TABLE 9.5
Occupational structure of the Mozambique Economy, 1980.
% total % female % urban
Economically active (5.6 million) 100 53% 10%
Workers employed by others 16 10% 38%
Self-employed without employees 81 61% 4%
Private employers/owners 0.3 14% 32%
Cooperative producers 0.5 56% 6%
Not known 2
100%
54% 12%
In: agriculture 85 60% 4%
industry, transport, construction 8 6% 39
commerce, 2 19% 55
education 0.6 21% 35
other services 4 15% 55
100%
Source: CNP,1983a.
From Table 9.5 it can be seen that 85% of the 
employed labour force, worked in agriculture, as peasants not 
employing labour. Sixty percent of those working in agriculture 
are women. Employment in the modern sector and in the public 
services was male-dominated, with only 6% of women in industry,
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transport, construction; 19% in commerce; 21% in education; and 
15% in other services. These jobs were highly concentrated in the 
urban areas, which contained 10% of the active population but 
offered 38% of all salaried employment.
In relation to 1970, the numbers employed full-time in 
agriculture had doubled and in industry tripled by 1980 (DPSEM, 
1970; CNP,1983a, 1984; IMF, 1986). The civil service itself had 
grown rapidly over the same period, to about 110, 000 (est. MAE,
1987) .
Data reported by Anker and Hein (1986), based upon 
five sub-Saharan African countries, show that women filled only 
14.3% of all positions outside of agriculture. Only 6% of 
administrative and managerial workers were women (Anker and 
Hein, 1986). In 1987, Kenyan women comprised only 22% of the wage 
labour force (Republic of Kenya,1988). In regard to Kenya, 
Kinyanjui (1978) noted
"Girls' educational and occupational aspirations tend to 
be shaped by the educational system to conform to the
existing definition of the role of women in society"
(Kinyanjui, 1978:32).
At the Mozambican Women's Organization (OMM) Conference 
held in 1984, the situation of women in production was discussed. 
The conference was preceded by a nation-wide survey to collect 
information and views on women's lives and problems. The main 
findings of the survey were drawn up into a document, which was
read out at the conference. The integration of women in
productive activity was considered crucial to women's liberation 
in Mozambique.
The proportion of Mozambican women who were economically
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active was given as 42.2%. Of these the overwhelming majority 
were in the agriculture sector. Apart from agriculture, only 
ten per cent of Mozambique's working population (that is those 
in paid employment) were women. However, an analysis over time 
showed that, since independence, women's participation in 
production had increased —  although agriculture continued to be 
the sector which employed most female labour. The delegates of
the Conference considered that one factor impeding the greater 
access of women to waged employment was their low level of 
literacy. Of all workers who could read, or who had primary 
education, only about 18% were women. This situation was being 
slowly overcome: of all workers who were studying, 45% were women 
(OMM, 1984).
Living conditions, particularly in the countryside, also 
held back women's development. Seventy eight per cent of all
Mozambican families still lived in houses made of reed or wattle 
and daub. Only 113,000 families had access to electricity. Of
Mozambique's total population (13 million:1984) only 1 1/2 mil­
lion had piped water in their homes. The burden of coping with 
these conditions, and particularly the constant problem of the 
supply of water for the family's daily needs, was mainly the
responsibility of women.
At the conference, it was suggested that the OMM should 
study ways of relieving women of various domestic tasks- by 
establishing creches, playgrounds, small scale flour mills to 
relieve them of the daily task of pounding the maize meal for 
cooking the families meals, and wells to relieve them of the 
daily rounds of collecting water, often from great distances 
(OMM, 1984) . As far as the issue of men helping with the 
housework was concerned, the official government and OMM policy
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was that women should not bring conflict into the home by 
demanding that their husbands help them with housework 
(Urdang,1989). It was acknowledged that it would be better for 
men to help with the household chores,
"but it was something that should happen slowly. Meanwhile 
women should get up earlier and stay up later, in order to 
show the men that they could handle their various 
responsibilities. Then the men would change" (Urdang, 
1989:160).
9.5 Pupils' Occupational Aspirations and Sex
The author has shown that there are some sex differences in 
secondary school enrollment, and some differences were also found 
betwen male and female pupils in their educational aspirations. 
The following section examines the relationship between sex and 
pupils' occupational aspirations.
TABLE 9.6
PUPILS' OCCUPATIONAL ASPIRATIONS BY SEX (PERCENT)
Sex
Occupational Aspirations Male Female Total
High non manual 62 49 56
Low non manual 14 47 30
High manual 23 3 13
Low manual 1 1 1
Total 100 100 100
401 367 768
P < .001
Table 9.6 shows that 61 per cent of male pupils as opposed to
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49 per cent of female pupils aspired to high non manual 
occupations. More female pupils (47%) than male pupils (14%) 
preferred low non manual occupations. Twenty-three per cent of 
male compared to only 3 per cent of female pupils chose skilled 
manual occupations. These differences are quite substantial and 
significant at P <.001. More women than men, therefore, aspire 
to low non manual occupations, such as, teaching and clerical 
jobs. These occupations do not require high levels of schooling. 
The skilled manual jobs preferred by more male than female 
pupils were mainly jobs as mechanics and electricians.
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TABLE 9.7
PUPILS OCCUPATIONAL CHOICE BY SEX (COLUMN PERCENT)
Pupils' occupational 
choice
Engineer
Doctor
Teacher
Pilot
Nurse
Air steward/ 
stewardess
Male
28
10
6
15
1
1
Female
13
24
10
2
13
13
Total
21
16
8
8
7
6
Driver
Mechanic
Tailor
Economist
Veterinary surg.
Linguist
Clerical
Electrician
Soldier
Priest
Architect
Biologist
University Lect.
Civil construction
Artist
Singer
Total
2
16
1
2
100
427
2
1
1
2
100
398
1
8
1
2
1
1
5
4
1
1
1
1
1
1
1
1
100
825
P < .001
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These differences become clearer if we examine the 
actual choice of occupations that students make. Here very marked 
sex differences occur (Table 9.7). Among boys the largest 
single block of preferences is for scientific and technical 
occupations of various kinds. Many more boys than girls aspire 
to become engineers, mechanics and electricians. Girls are much 
more likely than boys to aim at lower professional careers: 
mainly teaching, nursing, air stewardess, or clerical but 
including medicine. Sixty-two percent of girls as against 38% of 
boys aspire to become teachers; 93% of girls aspire to become 
nurses as against 7% of boys; clerical jobs are preferred by 73% 
of girls as opposed to 27% of boys and 96% of girls, as opposed 
to 4% of boys aspire to become air hostesses. Other significant 
differences can be observed. More boys than girls aspire to 
become pilots, university lecturers, journalists and archi­
tects. Ninety per cent of boys, as opposed to 10% of girls aspire 
to become pilots; 80% of boys as opposed to 20% of girls aspire 
to become university lecturers; 57% of boys as against 43% of 
girls wish to become journalists. The differences in occupation­
al aspirations among male and female pupils are significant at P 
< .001.
By controlling for the pupils present grade at 
school, some significant differences were found in occupational 
aspirations between male and female pupils. At the lower 
secondary level (fifth and sixth grades), many more male than 
female pupils chose high non manual occupations. Female pupils 
showed a greater preference for low non manual occupations than 
their male counterparts. These differences were not so great in 
the seventh grade, with 61 per cent of male as against 58 per
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cent of female pupils choosing higher non manual occupations. 
The differences in occupational aspirations between male and 
female pupils in the fifth to seventh grades are significant at 
P < .001 level. However, slightly more female than male pupils 
in the eighth and ninth grades, chose high non manual 
occupations. In the tenth and eleventh grades the trend is 
reversed with more male pupils aspiring to high non manual 
occupations (Table 9.8).
TABLE 9.8
PUPILS' OCCUPATIONAL CHOICE BY SEX FOR THE FOLLOWING GRADES:
1. Fifth Grade
Pupils' occupational Male Female Total
choice
High non manual 53 30 42
Low non manual 24 62 42
High manual 23 7 15
Low manual 1 1
Total 100 100 100
125 117 242
P < .001
2. Sixth Grade
Pupils' occupational 
choice
High non manual 
Low non manual 
High manual 
Low manual 
Total
P < .001
Male
65
12
20
3
100
63
Female
46
54
100
81
Total
54
36
9
1
100
144
3. Seventh Grade
Pupils' occupational 
choice
High non manual 
Low non manual 
High manual 
Low manual 
Total
Male
61
9
29
1
100
Female Total
58
39
3
100
60
23
16
1
100
270
P < .001
4. Eighth Grade
Pupils' occupational 
aspirations
High non manual
Low non manual
High manual
Low manual
Total
P > .001
5. Ninth Grade
Pupils' occupational 
choice
High non manual 
Low non manual 
High manual 
Low manual 
Total
P > .05
6. Tenth Grade
Pupils' occupational 
aspirations
High non manual
Low non manual
High manual
Low manual
Total
Male Female Total
56 62 59
11 38 23
32 18
1 1
100 100 100
81 61 142
Male Female Total
77 79 78
12 16 13
11 5 9
100 100 100
26 19 45
Male Female Total
95
100
87 93
13
100 100
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P> .05
7. Eleventh Grade
19 8 27
Male Female Total
Pupils' occupational 
aspirations
High non manual 8 6 75 82
Low non manual 25 9
High manual 14 9
Low manual
Total 100 100 100
7 4 11
P> .05
The Mozambican findings show somewhat less gender 
differences in aspirations than in other African countries. In a 
study of occupational aspirations of secondary school pupils 
from the Gambia, Ghana, Mauritius, Nigeria and Sierra Leone, 
Peil (1982) found that girls were much more likely than boys to
aim at low non manual occupations such as teaching or nursing,
but were also interested in accounting and journalism. Gambian 
girls were most likely to want a professional career; few
Ghanian or Mauritian girls aimed so high.
Molyneux (1984), considers that:
"In all socialist countries, to varying degrees, forms 
of gender typing still operate: the majority of women
continue to be assigned to, or elect to do, courses
which will train them for occupations associated with 
the nurturing role, such as home economics, primary 
(Molyneux, 1984:276).
She continues to say that:
"The combined effects of lower educational levels and 
gender typing tend to confine women's employment 
prospects to the lower paid and less rewarding jobs,
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and this pattern is reinforced by the continuing burden 
bear"(Molyneux, 1984:276)
In a Paper presented by the OMM to the Women's World Congress, 
in Moscow, 1987, it was stressed that Mozambican women's 
participation in the economic life of the country was conditioned 
by their educational level, technical and professional training. 
It was, therefore, important that women continued with their 
education and did not drop out of the education system. 
Since Independence, the number of female workers has increased; 
more women work in the factories of cashew nut shelling, 
clothing and in the food industry (OMM, 1987)
9.6 Father's Aspirations and Sex 
TABLE 9.9
FATHER'S OCCUPATIONAL ASPIRATIONS (AS REPORTED BY THEIR
CHILD) FOR CHILDREN BY SEX (PERCENT)
Father's occupational
aspirations for children Male Female Total
Engineer 18 8 14
Doctor 9 21 15
Teacher 2 6 5
Pilot 8 1 4
Nurse 1 11 5
Air steward/ 
stewardess
1 6 3
Diplomat 1 1 1
Driver 1 1
Mechanic 12 1 7
Sewing 1 1 1
Economist 1 2 1
Veterinary Surg. 1 1
Linguist 1 1
Air Traffic Control 1 0.5
Clerical 2 5 3
Electrician 4 1 3
Soldier 1 0.5
Architect 1 0.5
Biologist 1 0.5
Univ. Lect. 1 1 1
Civil constr. 1 0.5
Singer 1 0.5
Journalist 1 1 0.5
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Do not know 31 36 35
Total 100
425
100
391
100
816
P < .001
Pupils were also asked about their father's aspirations for them. 
Table 9.9 demonstrates that gender stereotyping stillill operate: 
in Mozambique. More fathers were reported as wishing that their 
daughters became nurses, air stewardesses, secretaries (included 
in clerical work), teachers and doctors; the following 
occupations were considered more appropriate for boys: engineers, 
pilots, mechanics and electricians. Nonetheless, some progress 
has been made in encouraging girls to enter areas previously 
restricted to boys.
"Women are being encouraged to enroll in special short 
term training programs organized by some government 
ministries, in order to compensate for the low 
representation of women in secondary technical schools. 
As a result women were found to be training as 
technicians in courses previously reserved for men and 
as such providing important models for other women" 
(Urdang, 1985: 376).
9.7 Conclusion
The present study appears to demonstrate that, despite 
Government attempts to encourage female participation at higher 
levels of the educational system, some differences were found 
between male and female pupils' aspirations, with respect to the 
highest educational level they expected to reach. Table 9.4 shows 
that 62% of male pupils as opposed to 59% of female pupils 
aspired to reach university; 12% of female pupils as against 5% 
of male pupils aspired to study up to only ninth grade. With 
regard to occupational choices, somewhat larger differences were
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found between male and female pupils, with more male than female 
pupils aspiring to high non manual occupations; 62% of male 
pupils as opposed to 4 9% of female pupils aspired to high non 
manual occupations (Table 9.6). The evidence from the present 
study suggests that eleven years after Independence, Mozambican 
women continue to have somewhat lower educational and occupa­
tional aspirations than their male counterparts. During the 
colonial period, discrimination against women in general and in 
the education system was practiced as part of policy. Girls' 
enrollment in schools was half of that of boys' (Gasperini, 
1982). However, Table 9.2 demonstrates that despite the explosion 
in school enrollment after Independence, women continued to be 
under-represented at the higher levels of secondary education.
Although Frelimo encourages women to take on men's 
roles in every sphere,
11... . when it comes to perhaps the most fundamental issue- 
the sexual division of labour within the household- little 
change can be perceived" (Urdang,1989:24).
Urdang (1989) goes on to say that
"Although it is evident that gender struggle is based as 
much in the family as in the workplace and wider community, 
it is shied away from, even to the point of discouraging 
women from engaging in a struggle for equality within that 
household" (Urdang, 1989:24).
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CHAPTER TEN
THE RELATIONSHIP BETWEEN PARENTAL EDUCATION AND OCCUPATION AND 
EDUCATIONAL AND OCCUPATIONAL ASPIRATIONS AMONG MOZAMBICAN 
SECONDARY SCHOOL PUPILS.
This chapter discusses the relationship between pupils 
aspirations and parental occupation and education. The responses 
of all the pupils in the sample were analyzed. These responses 
may bear little relation to the final occupational destination 
but they serve two primary functions : first they indicate the
most desired occupations and provide evidence concerning the 
types of occupational "models" to which young people in 
Mozambique have been most exposed. Second they enable the author 
to see to what extent vocational aspirations are linked to 
social background.
In studies around the World, educational and 
occupational aspirations are shown to be significantly and 
positively related to father's occupational and educational 
level. In England, these have been shown by Floud et. al., 
1956; Sewell and Shaw, 1968; Douglas, 1964; Halsey, 1975; in the 
United States by Alexander and Campbell, 1964; Haller, et al., 
1973.
277
The following quote from Sewell and Shaw (1968) is 
typical of this literature
"an important and consistent finding in the area of 
stratification research is that children of higher 
social class origins are more likely to aspire to high 
educational and occupational goals than children of 
lower social class origins " (Sewell and Shaw,1968: 
191) .
Studies in Africa have not shown as strong a 
correlation in this respect. In Africa, aspirational studies have 
been carried out by Foster (1965), Clignet and Foster (1966), 
Windham (1970 ) and Peil (1979) in West Africa; by Koff (1967), 
Heijen (1967), Somerset (1970) and Anderson, Bowman and Olsen 
(1969) in East Africa; and by Murphree (1975) in Rhodesia.
Some observers argue that a distinct class structure is 
emerging in Africa with the result that access to and 
performance in education is increasingly a reflection of 
class background. Others argue that by Western standards 
education continues to be relatively accessible to all, 
reflecting a rather open stratification system in which long 
distance social mobility is still a regular occurrence. According 
to Clignet and Foster (1966), pupils' occupational aspirations 
are determined mainly by their common experience of secondary 
education and not by their socio-economic status. However, Bibby 
and Miller (1969) found that in their study of Ghanian fifth
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formers, pupils' occupational aspirations was determined mainly 
by their social background.
Cooksey (1981) considers that the effects of class 
subcultures are more likely to be in evidence at the lower 
educational levels and that the further a student moves up the 
educational ladder the more likely it is that his or her job 
expectations will reflect those of his or her educational level 
rather than socio-economic background. Thus the effect of social 
background factors on aspirations become less and less in 
evidence as one moves up the educational ladder. However, it has 
been found that even at the university level social background 
still affects the type of course undertaken and occupational 
aspirations (Republic of Kenya, 1977-1988). The percentage of 
women enrolled in the Science and Arts programmes at the 
University of Nairobi vary: between 1987-88, 25% of female
students were enrolled for Science and 52% were enrolled for 
Arts (Republic of Kenya, 1977-1988). Studies in Kenya, have shown 
that women who attend university come disproportionately from 
more advantaged backgrounds than their male counterparts (Hughes 
and Mwiria, 1989). Njenga (1986) found that in her sample of 410 
agriculture, veterinary science and engineering graduates from 
the University of Nairobi, the female graduates had parents who 
were more educated than the parents of male graduates. These 
findings are consistent with other studies carried out in the 
Third World on the social backround of women in secondary and 
post-secondary education (Bowman and Anderson, 1980).
Thus, although it is undoubtedly true that class- based 
subcultures are much less in evidence in Africa than in the West, 
there are signs that such subcultures are already having some 
effect on educational and occupational choice and that class is
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a more important factor for women than men.
Malekele (1981) in his study of Tanzanian secondary
school pupils, considers that it is misleading to think that 
Africa is classless or that the culture of the school, which is 
often Western in content and values, is largely alien to all 
social groups and therefore that schools should favour children 
from elite and non-elite backgrounds equally. Those groups that 
have been exposed to Western values seem to be more successful 
in passing on this acquired culture, as Cohen (1981) demonstrates 
in the case of the Sierra Leone Creoles. This pattern starts 
with kindergartens, preschool institutions that are a 
prerogative of the elites at present in most developing
countries, including Tanzania (Omari, 1979).
One aim of the present study will be to examine the 
aspirations of Secondary school pupils in Maputo and to see to 
what extent they are related to parental education and 
occupation and to what extent the data throw up different 
patterns of influence. The following variables were used to 
measure pupils' educational aspirations: pupils' desire to
continue studying in the following academic year; time spent in 
private study; the level of schooling pupils aspire to reach;
pupils' feelings if they had to suddenly stop going to school
and the academic standard pupils hoped to attain at school. As 
far as occupational aspirations were concerned, pupils were asked 
the career they would like to pursue after leaving school and 
the reason for their particular choice.
10.1 Pupils' Educational Aspirations and Father's Education and 
Occupation.
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Initially the most outstanding characteristic of pupils 
is that the vast majority of them do not regard their present 
grade as the terminal point of their full time education. Thus, 
the majority, 97% of pupils from all social backgrounds wished to 
continue with full time schooling after the completion of their 
present grade (Table.10.1). There were no differences between 
male and female pupils in this respect, as discussed in chapter 
9. This finding is consistent with that found by Foster (1966) in 
the Ivory Coast.
TABLE 10.1
FATHER'S OCCUPATION BY PUPILS' WISH TO CONTINUE STUDYING 
(PERCENT)
Pupils' desire 
To continue 
Studying
Yes 
No
Total 
P < .05
However, Foster (1966) found that pupils expectations as opposed 
to aspirations of being able to continue with their full time 
education were related to parental characteristics. Pupils were 
required to be more "realistic" about their chances of being 
able to continue in view of the restrictions, both scholastic and 
financial, that might limit their opportunities for further
Father's Occupation
High Non Low Non High Low Total
Manual Manual Manual Manual
100 100 99 97 98
100 100 100 100 100
52 238 286 220 819
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study. Foster (1966) found a higher percentage of pupils (91%) 
whose fathers had had a secondary education or above felt certain 
or felt that they had a good chance of continuing their 
education, compared to 77% of pupils whose fathers did not go to 
school.
There were no significant differences between 
father's occupation and education and pupils' desire to continue 
studying, nor between the school attended and pupils desire to 
continue studying.
There is a statistically significant relationship 
between pupils' desire to continue studying and their present 
grade, with all the pupils sampled in the tenth and eleventh 
grades (N=39) wishing to continue with their studies. However, 
it must be pointed out that over 90% of pupils from the other 
grades also wished to continue with their schooling 
(Table.10.2).
TABLE 10.2
PUPILS' WISH TO CONTINUE STUDYING BY GRADE AT SCHOOL
Grade at School 
Sixth Seventh Eighth Ninth Tenth Eleventh Total
Pupils' wish 
to continue 
studying at 
school
Yes 99 99 93 94 100 100 97
No 1 1 7 6 3
Total 100 100 100 100 100 100 100
P < .01
Education has become a valued goal in African 
society (Murphree,1975). It is to be expected that in a society 
with low economic standards where education is the main avenue of
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occupational mobility that it will be viewed instrumentally 
rather than intrinsically by those who have been fortunate enough 
to acquire it. Presumably education would be viewed as a means 
to better paid jobs, greater social prestige or positions of 
power and authority.
In Mozambique, in the colonial days schooling was the 
principal, and very restricted, avenue for social mobility for 
black Mozambicans. The explosion in education enrollment 
immediately after Independence is a clear sign that education was 
regarded as a valuable acquisition.
When Mozambique became independent, only 10-15 per cent of the 
indigenous population was literate; only 14 per cent of that 
group had attended part of the six year primary education 
program; 0.9 per cent had secondary or vocational training; and 
a mere 0.1 per cent had ever had the opportunity to go to 
university (Barnes,1982). This is the legacy colonial education 
left behind in Mozambique. Since regaining independence in June 
1975, the new Government has attached great importance to 
education. In Mozambique, the spread of education is being set 
in a new ideological context, in which knowledge is seen as a 
tool for serving the masses rather than personal enrichment 
(Machel, S., 1982). Under colonialism the few who were taught were 
encouraged to view education as a means of personal advancement 
and acquiring wealth (Machel, 1982). In the new Mozambique, 
education is an important basic political principle. The late 
President Samora Machel has stated that "he who has studied 
should be the match that comes to light the flame that is the 
people" (Machel 1976^:1). However, according to Hanlon (1984) 
education played a central role in upward social mobility and is
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still viewed by Mozambicans as a means of ensuring entry into 
the managerial and professional classes.
There are many examples in Africa of how individuals 
through education have emerged from backgrounds of low class, 
status and power to achieve the opposite. Sekou Toure, for 
example, came from a peasant background to become President of 
Guinea.
TABLE 10.3
HIGHEST EDUCATIONALLEVEL ..PUPILS. ASPIRED. TO REACH BY FATHER' S
OCCUPATION (PERCENT)
Father's Occupation 
High non Low non High Low
manual manual Manual Manual
Educational 
Level pupils 
Aspire
Ninth Grade
Total
Eleventh Grade 10 12 20 16
Technical course
University course 82
13
70
21
60
13
58
15
60
Total
P < .05
100
51
100
96
100
142
100
220
100
816
Granted that the majority of pupils in the present study
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do not regard their present grade at school as terminal in 
nature, it is relevant to examine the kinds of institutions they 
wish to enter after leaving school and the type of courses that 
they wish to follow there. The profile that follows gives an 
overall picture of the relationship between father's occupation 
and education and pupils' aspirations regarding secondary and 
post - secondary school courses. Table 10.3 indicates that 82 
per cent of pupils with fathers in high non manual occupations 
aspire to go to university as against 58 per cent of pupils with 
fathers in low manual occupations. The majority of pupils from 
all social backgrounds wish to pursue a university course after 
leaving school. Pupils with fathers in high manual occupations 
are more likely to aspire to pursue Technical courses than those 
pupils with fathers from other occupational groups.
TABLE 10.4
HIGHEST EDUCATIONAL LEVEL PUPILS ASPIRED TO REACH BY FATHER'S 
EDUCATION (PERCENT)
Father's Education 
No education Fourth Fifth to Tenth Total
or first to Grade Tenth and
Educational level third grade above
pupils aspire
Ninth grade 8 9 10 4 8
Eleventh grade 20 18 14 9 16
Technical 16 15 17 11 16
Course
University
Course 56 58 59 76 60
Total 100 100 100 100 100
P < .001
Table 10.4 summarizes the general picture regarding the
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relationship between father's education and pupils choice of post 
secondary education. As can be seen from the table, the 
differences are significant at P <. 001. Over three-quarters of
pupils who had fathers with post secondary education aspired to 
go to university as opposed to 56 per cent of pupils whose 
fathers had no education or education up to third grade only. 
Pupils whose fathers had not completed Primary School were more 
likely to aspire to complete Secondary School and not pursue
courses after leaving school.
Thus, father's occupation and education are
associated with pupils' choice of post - secondary education. A
higher percentage of pupils with fathers in non manual
occupations and with higher levels of education, aspire to enter
university. These findings are consistent with those of
Murphree's (1975) study in Rhodesia where
"pupils whose parents were of a higher occupational 
and educational status more frequently aspired to go 
to university than those from lower status backgrounds 
who tended to opt for training courses rather than 
expecting to have a university career" (Murphree, 
1975:142).
By controlling for the variables of sex and school attended 
no significant differences were found between pupils post 
secondary school aspirations and fathers education and 
occupation. The general trend remained in the expected 
direction,with a higher percentage of pupils from high non manual 
backgrounds aspiring to go to university (Table Appendix3.1,
Appendix3.2, 10.5). There were no gender differences, unlike
findings in other African countries (Foster,1965; Murphree,1975; 
Peil,1982) there appears to be equal aspirations for higher 
education for all pupils. Eighty-six percent of male pupils and 
eighty-one percent of female pupils from high non manual back­
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grounds aspired to go to university (Table 10.5a and 10.5b).
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TABLE 10.5
HIGHEST EDUCATIONAL LEVEL PUPILS ASPIRED TO REACH BY FATHER'S
OCCUPATION (PERCENT)
a) MALE PUPILS
Educational level 
pupils aspire
Father's 
High Non 
Manual
Occupation 
Low Non 
Manual
High
Manual
Low
Manual
Total
Ninth Grade 7 5 5 6 5
Eleventh Grade 7 9 14 22 14
Technical course 19 25 15 19
University course 86 67 56 57 61
Total 100
15
100
125
100
148
100
129
100
417
P > .05
b) FEMALE PUPILS
High non 
manual
Father's Occupation 
Low non High 
manual Manual
Low
Manual
Tota;
Educational level 
pupils aspire
Ninth Grade 12 13 10 12
Eleventh Grade 11 12 25 18 18
Technical course 8 16 8 12 12
University course 81 60 53 60 59
Total 100
36
100
113
100
136
100
91
100
390
P > .05
10.2 Pupils' Educational Aspirations and Mother's Occupation/ 
Education.
In this section, the author will sketch the main 
features of the situation of Mozambican women in employment,
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followed by a detailed analysis of the relationship between 
pupils' educational aspirations and mother's occupation/ 
education. It is expected that pupils with mothers in non 
manual occupations will have higher educational and occupational 
aspirations than pupils with mothers in manual occupations. It 
is argued that class based subcultures do exist in Mozambique 
and that both father's and mother's education and occupation will 
influence pupils' educational and occupational aspirations.
The overwhelming majority of Mozambican women (60% in 
1980) worked in agriculture, as peasants not employing
labour (CNP, 1983ei . Only a tiny minority of Mozambican women were 
industrial workers. The main industries that women were involved 
in were: factories of nut shelling, clothing and the food
industry (OMM, 1987). Only 10% of Mozambique's working population 
that is in paid employment are women (OMM,1984). One factor that 
prevents more women from participating in paid employment is 
their low level of literacy (OMM,1984). Women workers are 
encouraged to study.
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TABLE 10.6
HIGHEST EDUCATIONAL LEVEL PUPILS ASPIRE TO REACH BY MOTHER' I
OCCUPATION (PERCENT)
Mother's Occupation
Educational level 
pupils aspire
Housewife Housewife/
vendor
Professional/ 
other jobs
Tot
Ninth grade 9 11 6 8
Eleventh grade 17 20 11 16
Technical course 14 16 17 15
University course 60 53 66 61
Total 100
365
100
224
100
234
100
823
P < .05
Pupils with mothers who have jobs/professions are more 
likely to opt for post secondary courses (Table 10.6), while 
those with mothers who are vendors are least likely to choose 
such courses. Among those whose mothers have a job/profession, 
Table 10.7 shows that pupils whose mothers are in non manual 
occupations are more likely to aspire to pursue a University 
course than those pupils with mothers in manual occupations. 
Technical education is more popular among pupils from low manual 
backgrounds, with 26% of pupils from low manual backgrounds 
wishing to pursue a Technical Course as opposed to 12% of 
pupils from high non manual backgrounds. These differences are 
significant at P < .05 level.
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TABLE 10.7
EDUCATIONAL LEVEL PUPILS ASPIRE TO REACH BY MOTHER'S JOB (REFERS 
TO MOTHERS WITH PAID EMPLOYMENT - EXCLUDING VENDORS)
Mother's Job
Educational Level High non low non high low Total
pupils aspire manual manual manual manual
Ninth grade 6 1 10 15 6
Eleventh grade 10 11 12 15 11
Technical 12 17 15 26 16
education
University 72 71 63 41 66
Total 69 76 52 27 228
P < .05
Table 10.8 summarizes the general picture regarding the 
relationship between pupils' post secondary school aspirations 
and mother's education. As can be seen from the table the differ­
ences are statistically significant. Seventy-seven percent of 
pupils whose mothers have completed Secondary education as­
pired to reach university. It is noteworthy that 21% of pupils 
with mothers who have not been to school or have only completed 
third grade do not aspire to go beyond eleventh grade compared 
to only 9% among pupils whose mothers have completed Secondary 
education.
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TABLE 10.8
HIGHEST EDUCATIONAL LEVEL PUPILS ASPIRE TO REACH BY MOTHER'S
EDUCATION (PERCENT)
Mother's Education
No school Fourth Fifth Tenth To1
Educational level 
pupils aspire
or first 
to third grade
grade to ninth and
above
Ninth Grade 9 9 8 3 8
Eleventh Grade 21 14 11 9 16
Technical Course 17 15 14 11 15
University Course 53 62 67 77 61
Total 100 100 100 100 100
375 203 208 35 821
P > .05
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TABLE 10.9
HIGHEST EDUCATIONAL LEVEL PUPILS ASPIRE TO REACH BY MOTHER',S 
EDUCATION (PERCENT)
a) MALE PUPILS
Mother's Education
Educational level 
pupils aspire
No education 
or first to 
third grade
Fourth
Grade
Fifth 
to ninth 
Grade
Tenth 
and above
Tot
Ninth grade 7 3 5 6 5
Eleventh grade 16 15 11 6 14
Technical course 20 19 18 16 19
University course 57 63 66 72 62
Total 100 100 100 100 100
P >. 05
b) FEMALE PUPILS
223 101 84 18 426
No education Fourth Fifth Tenth Tot
Educational Level 
pupils aspire
or first to 
third grade
Grade to ninth and above
Ninth Grade 13 15 10 12
Eleventh Grade 27 14 11 12 18
Technical course 13 10 11 6 11
University course 47 61 68 82 59
Total 100 100 100 100 100
152 102 124 17 395
P < .05
This relationship was substantially stronger for girls 
than for boys. There was a statistically significant relationship
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between mother's education and female pupils' post secondary 
school aspirations, but not for male pupils. Table 10.9 shows 
that 82% of female pupils with mothers who have completed
secondary education aspire to reach university as opposed to 47% 
of female pupils whose mothers have not been to school or have 
only completed third grade. These differences are significant at 
P <.05 level. This finding could be explained in terms of the 
existence of a class based subculture, with the mothers acting 
as "role models" for their daughters and encouraging them to
pursue a university education, after completing their Secondary 
education. Also educated mothers who have good jobs by virtue of 
their schooling will be aware of the larger economic benefits 
that befall those who are schooled, and are more likely to en­
courage their daughters to pursue post secondary education.
"While parental education and income in Third World 
nations tend to predict a child's educational level, or
lack thereof, the relationship as compared to that found
in North America and Europe is less strong for males 
(Foster, 1977; Heyneman, 1976c), but more powerful for 
females (Alexander and Eckland, 1974; Weis, 1980; Bowman 
and Anderson,1982; Smith and Cheung,1982)"(Kelly, 
1984:83-84).
Hughes (1986), in his study of 295 University of Nairobi Gradu­
ates from the years 1970, 1975, 1979 and 1983, found that 28.1% 
of women, as against, 7.7% of men came from high socio-economic 
backgrounds (on the basis of parents' occupation, education and 
income level).
Clignet and Foster (1966) in their study in the Ivory 
Coast, also found pupils who came from more advantaged homes 
had higher educational aspirations, aspiring to a university 
degree, while those from the lower socio-economic strata opt 
for training courses after form four or form six. This is 
consistent with the findings from the present study, where the
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most consistent correlation occurred between parental socio­
economic characteristics and pupils' preferred course of study. 
Pupils whose parents were of a higher occupational and 
educational status more frequently aspired to go to university 
than those from lower status backgrounds who tended to either 
wish only to complete secondary education or opt for Technical 
Training courses rather than expecting to have a University 
career.
However, it is noteworthy that over 60% of pupils from low 
manual backgrounds aspired to a university course. This finding 
is perhaps not surpising in view of the fact that the relative
absence of other social mobility mechanisms in the society
outside formal schooling causes pupils of all socio economic 
groups to value education highly as a means to occupational and 
status achievement (Hanlon,1984). High aspirations may also be 
the result of the pupil's perception of society and his/her
status as a Secondary school pupil. During the colonial period 
few Mozambicans had the opportunity to enter Secondary school as 
many Mission schools did not offer secondary education and also 
secondary entrance was limited to those aged fourteen and few 
could get through the Primary net in time to qualify for
secondary entrance. For example, the 1970 Census figures indicate 
that 90% of the total Mozambican population were illiterate, 9% 
had completed Primary Education and 1% had completed Secondary 
Education and only .09% had completed Higher Education.
The late President Samora Machel stressed that Post 
independence education was not to be used to create new elites 
to replace old ones. Pupils were not to value education as a 
means to personal advancement. In a speech given to Secondary 
School pupils in 1977, he said:
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"Your first task is to study. To study in order to 
better serve the people,and not to use your knowledge 
for your personal benefit and against the people's 
interest. You are in school to accomplish a task that 
the people have entrusted with you, not to fulfill 
your individual desires" (Tempo, 20 March, 1977:34)".
For Frelimo, the ruling Mozambican Party, Post-independence 
education was not a matter of creating new elites to replace the 
old ones. In the "Escola Nova" (New School) of Mozambique,
"the students are assimilating knowledge which they will 
pass on to the People when they leave not closeting
it in their own brains for their own personal
advancement" (Machel, 1977: Noticias, March 9th, 1977).
The other variables used to measure pupils'
educational aspirations were : time spent by pupils in private
study at home; attitudes towards having to stop going to school 
and standards pupils wish to reach at school.
The general picture regarding the relationship between 
the above measures of educational aspirations and father's 
education are shown in Tables Appendix 3.3 to Appendix 3.8. As 
can be seen from the tables, there are no significant differ­
ences on these variables, among pupils from different educa­
tional backgrounds. Most of the pupils wished to reach either 
very good or good standards at school (Table Appendix 3.1 and 
Appendix 3.2). The majority of pupils from all educational back­
grounds would do their utmost to stay on at school if they had
to stop going to school (Table Appendix 3.4). There were no great 
differences between pupils from different educational backgrounds 
in the average time spent in private study each day (Table 
Appendix 3.6).It can be seen that Mozambican secondary school 
pupils from all backgrounds were determined and dedicated to 
succeed and to continue studying at school. In the colonial days
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schooling was the principal, and very restricted, avenue for 
social mobility for black Mozambicans. The explosion in education 
enrolment immediately after Independence is a clear sign that 
education was regarded as a valuable acquisition, a sentiment 
encouraged by the avenues of social mobility opened by the 
revolution, by FRELIMO mobilization and by cuts in the price of 
education (Johnston, et. al., 1987).
10.3 Pupils' Attitudes to the Benefits of Education
According to the Frelimo party, pupils were encouraged to 
study so that they would be in a better position to serve the 
people and not to fulfill their desires. In order to test pupils' 
motives for studying, they were asked to indicate what long 
term benefits they hoped to gain from their secondary schooling. 
It is obvious from Table 10.10 that the majority of pupils re­
sponded that they hoped that it would enable them to get a job
in the city. This response was followed closely by pupils who 
wished to improve their social status. It can be seen from Table 
10.10 that there were small gender differences, with 39% of 
female as opposed to 33% of male pupils hoping to get a job in 
the city and 32% of male pupils as opposed to 30% of female 
pupils hoping to improve their social status. No significant 
differences were observed between pupils from different social 
backgrounds-as measured by father's occupation (Table 10.11).
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TABLE 10.10
PUPILS' MOTIVES FOR PURSUING THEIR STUDIES BY PUPILS' SEX
(PERCENT)
Sex
Pupils' motives 
for studying
Job in the city
Set up in business
Improve social status
Become influential
Others
Total
P < .05
TABLE 10.11
Male
33
11
32
20
4
100
427
Female
39
5
30
20
5
100
391
Total
36
8
31
20
5
100
818
PUPILS' MOTIVES FOR PURSUING THEIR STUDIES BY FATHER'S
OCCUPATION (PERCENT)
Father's Occupation 
High non Low non High
manual manual manual
Low
Manual
Total
Pupils motives 
for studying
Job in the city 33
Set up in business 6
Improve social 31
status
Become influential 28
Others 2
Total 100
52
32
9
31
23
4
100
233
40
10
29
17
4
100
283
37
6
35
17
5
100
218
36
8
32
20
4
100
99
P > .05
Pupils tend to value education instrumentally and
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pragmatically as a means of getting a good job in the city and 
acquiring prestige. As occupational opportunities are greater in 
the city, it is not surprising that pupils prefer urban 
employment when they complete their schooling. Given that it is a 
policy goal for young graduates to participate in village life, 
rather than wander into the towns, the above findings represents 
an obvious conflict between government policy and pupils' 
preferences for urban employment. However, pupils' preferences 
for urban employment reflect a realistic assessment of the 
greater opportunities available in the towns. Roesch (1986) 
found that young people in a village in the south of Mozambique, 
who left school at the age of 14 or 15, had no prospects of 
either continuing with their education or engaging in wage
employment.
"The principal ways of obtaining money were by stealing it 
or catching fish and selling them. Once old enough to go to 
Maputo in search of work, they began a cycle of drifting
back and forth between the city and the village" (Roesch,
198 6;156).
Roesch (1986) noted that young graduates did not
wish to stay in their communities and participate in activities 
like literacy teaching but preferred to seek employment in the 
towns. The Mozambican education system tended to function as a 
means for preparing young people, in their skills to an extent, 
but most of all in their values, expectations and attitudes, to 
lead an urban life (Roesch, 1986).
10.4 Pupils' Occupational Aspirations
At Independence, Frelimo encountered an elitist
attitude among some students and teachers in the secondary
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schools and the institutions of further education, who still 
sought personal advancement rather than working for the good of 
the people as a whole (Machel,19780 . The students in the 
secondary school, representing, as they do such a tiny literate 
minority, were particularly vulnerable to the old elitist 
attitudes which were so much a part of colonialism and capitalism 
(Machel,1978 ).
"The old mentality was expressed in the educated 
minority sitting back at the expense of the illiterate 
majority, holding on to their knowledge and conserving 
it for themselves, thus contributing to the 
perpetuation of their own economic and literate power " 
(Machel,1977: Noticias, March 9th/1977).
During the war of Liberation, elitist attitudes were 
encountered in the Frelimo secondary school in Dar es Salaam 
(it had been established in the early 1960's for Mozambican 
refugee students) when students who had completed secondary 
school wished to continue their education abroad. Frelimo, 
however, wanted them to participate in the liberation struggle. 
Frelimo emphasized that education should be used as a "primary 
tool for serving the people" (Machel, 1971:3). In order to 
combat these elitist attitudes, the late President Samora Machel 
announced several major policy directives: private employers
were not allowed to go directly to the schools to recruit; all 
students were to be placed in jobs through governmental 
structures.
" Thus available people will be sent to fill priority 
needs in accord with national planning rather than 
just going to the best paying job they can find" 
(Machel, S.,1977:15).
In 1977 the Ministry of Education and Culture was empowered to
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assign graduates from all levels to employment posts or further
training on the basis of a hierarchy of priorities. In the
following two years pupils reacted to this by dropping out just
before the exams at the end of the final secondary grades to
avoid allocation, taking the posts they wanted on the strength of
their completion of these grades.
"Others fail so as not to receive tasks from the Party 
when they are in 9th Grade. They fail the 9th Grade 
because they want employment. Who gives employment in 
this country? The State of workers and peasants. It is 
the Government of the RPM who gives employment to all 
of you " (Machel, 1978b: 18)
Mozambique inherited 93% illiteracy in 1975, and the
takeover of power was accompanied by the flight of almost all
qualified people in the country. Policy makers, therefore,
expected the education system to serve the economy directly, by
providing the skills needed by the economy.
"While education makes efforts to correspond to the 
alterations of the material base of society, and of 
the reigning relations of production, it also serves 
as a driving force of the level of development of the 
productive forces" (Tempo, 18/4/1984:26).
Up to 1979, after finishing middle secondary school almost all 
pupils had been allocated to jobs by the government , only a few 
going on to pre-university training in Maputo, usually for 
teacher training. Most people in University courses were working 
with jobs in the state. They attended the University part-time. 
During the education reform debates (1979-1982), it was decided 
that most of those pupils in secondary education should in the 
future go directly on to further studies or training at pre­
university or university level, in order rapidly to expand the 
output of graduates from higher levels (MINED, 1988). During the 
period, 1981-1983, general upper secondary was also reopened in
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the four largest cities (MINED, 1988) (refer to chapter 4).
Although pupils were allowed to state their 
occupational preferences, the Ministry of Education made the
ultimate decision, as to the type of training the pupil should 
undertake (personal communication with the Vice Minister of 
Education, 1986).
10.5 Pupils' Occupational Aspirations and Father's Occupation.
Pupils were asked what kind of job they would most 
prefer if they were absolutely free to choose any occupation. 
They were told that they were not being asked to be realistic 
about their choices in terms of their own - rating of their 
scholastic ability, actual job opportunities or financial 
resources. The resulting profile of responses therefore 
represents the pattern of what Secondary School pupils in 
Maputo consider to be the most desirable occupations for them in 
their society. It could be argued that these pupils might not 
have seriously thought about their permanent careers or that 
these could be expected to change with age. With regard to the 
first argument, the data suggests pupils had indeed considered 
this question. Only 7% of the sample did not know which career 
they preferred or failed to respond to the question. With regard 
to the second argument,it is accepted that their responses may
not correspond to their final career destinations. However, the
data are important because they indicate what this educated 
elite group considers to be their most preferred occupations 
and it also provides evidence concerning the types of
occupational "models" to which pupils have been exposed. If
class-based subcultures do not exist or are much less pronounced
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in Africa, the main determinant of occupational aspirations would 
not be social background but the common experience of secondary 
education. Peil (1982) in her study of occupational aspirations 
among secondary pupils from the Gambia, Ghana, Mauritius, Nigeria 
and Sierra Leone found that:
"Socioeconomic background is relatively unimportant in 
aspirations by the time students reach Form 5 or 6; they 
often know as much as their parents about post - school 
opportunities, though high SES children will have more 
help in finding employment than low SES school leavers. 
Thus, the " cooling out" process which occurs at junior 
colleges in America takes place to some extent within 
the secondary system in Africa (see Ruddell, 1980)" 
(Peil, 1982:172) .
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TABLE 10.11
PUPILS' OCCUPATIONAL ASPIRATIONS BY FATHER'S OCCUPATION (PERCENT)
Father's Occupation
Pupils'
Occupational
Aspiration
High Non 
Manual
Low Non 
Manual
High
Manual
Low
Manual
Tota;
Engineer 19 21 17 26 21
Doctor 22 15 18 13 16
Teacher 5 6 8 12 8
Pilot 8 12 8 5 8
Diplomat 3 1 0 1 1
Economist 13 3 2 1 2
Veterinary Sur. 2 1 1 0 1
Linguist 2 1 1 1 1
Architect 0 4 1 0 1
Biologist 0 1 1 0 0
Univ. Lecturer 2 4 2 1 1
Journalist 2 2 1 0 1
Civil Construction 0 0 1 1 0
Nurse 0 6 9 5 7
Air Stewardess 10 9 4 5 6
Clerical 0 5 3 7 5
Artist 4 1 1 1 1
Singer 2 0 1 0 0
Driver 0 0 1 2 1
Mechanic 2 5 12 8 8
Tailor 0 0 1 2 1
Electrician 2 4 5 4 4
Military 2 1 1 1 1
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Nothing in 0 1 0 0 0
particular
Total 100 100 100 100 100
51 238 285 219 793
P > .05
Table 10.11 examines the relationship between father's occupa­
tion and the different occupations preferred by the pupils in 
the sample. More of the pupils from non manual backgrounds, 
compared to those from manual backgrounds, prefer careers such 
as doctors, pilots, economists, veterinary surgeons, linguists, 
diplomats and university lecturers . More pupils from a manual 
as opposed to a non manual background show a preference for 
teaching, nursing, engineering and clerical jobs as well as 
skilled manual jobs (mechanic, electrician and tailor).
As pointed out already, a higher percentage of
pupils from all backgrounds aspire to non manual occupations as
opposed to manual occupations. Clignet and Foster (1966) found 
that in the Ivory Coast teaching as a profession was preferred by 
those from lower social class backgrounds and medicine was
preferred by those from higher status families. The findings of 
the present study, are consistent with Clignet and Foster's 
(1966) finding, in that teaching was preferred by 12% of pupils 
from low manual background, as opposed to 5% from high non
manual backgrounds; and 22% of pupils from high non manual back­
grounds chose medicine, as against 13% from low manual back­
grounds (Table 10.11).
The general picture regarding the relationship between 
pupils occupational aspirations and father's occupation is shown 
in Table 10.12 Pupils' occupational choices were categorised
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into the following four groups: 1) High non manual occupations: 
engineer, doctor, pilot, diplomat, economist, veterinary surgeon, 
linguist, architect, university lecturer, lawyer, biologist, 
civil construction and journalist; 2) Low non manual occupations: 
teacher, nurse, secretary, priest, air hostess; 3) High Manual 
occupations: mechanic, sewing, electrician, soldier; 4) Low
Manual occupations: driver.
TABLE 10.12
PUPILS' ASPIRATIONS (COLLAPSED INTO HIGH NON MANUAL, LOW NON
MANUAL, HIGH MANUAL, LOW MANUAL) BY FATHER'S OCCUPATION (PERCENT)
Father's Occupation
High non Low non High Low Total
Pupils' occupational 
aspirations
manual manual Manual Manual
High non manual 72 60 52 50 55
Low non manual 23 29 28 33 30
High manual 4 10 19 14 12
Low manual 1 3
Total 100
48
100
221
100
265
100
207
100
741
P < .05
Pupils from all social backgrounds have a marked preference 
for occupations of a professional or semi-professional type, 
though a higher percentage of pupils from non manual than manual 
backgrounds aspire to the above professions. Seventy-two percent 
of pupils from high non manual backgrounds, as opposed to 50% of 
pupils from low manual backgrounds prefer high non manual 
occupations. Manual occupations are least preferred by those 
pupils (4%) from high non manual backgrounds, compared to nearly
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one fifth of those from high manual backgrounds.
In Mozambique, on the whole, sixth grade, and to a great 
extent, ninth Grade graduates showed an expressed personal 
desire to continue their studies, preferably in the "liberal1 
disciplines of law, medicine and commerce (Frelimo, 1983). It was 
considered by the Government that this reflected the continuance 
of colonially-imposed values on the society. Pupils' preferences 
for the above disciplines were not analysed in terms of their 
social backgrounds. The fact that teaching was not a popular 
occupational choice amongst secondary school pupils came to light 
in 1977, when the Government cancelled Grades 10 and 11, and 
transferred these students to a course at the university to train 
teachers. Far fewer pupils in the system wanted to become 
teachers than the numbers required. The late President made a 
speech in 1977, to encourage more pupils to enter the teaching 
profession. However, still few teachers were forthcoming. 
Therefore, the Ministry was empowered to allocate new graduates 
from secondary education to teacher training, which was unpopular 
and produced reluctant teachers (Third National Education 
Meeting, in Tempo, 24/5/1981:27).
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TABLE 10.13
PUPILS' OCCUPATIONAL ASPIRATIONS (COLLAPSED INTO FOUR CATEGQr
RIES) BY FATHER' S OCCUPATION 
a) MALE PUPILS
Father's Occupation
Pupils' occupational 
aspirations
High non 
manual
Low non 
manual
High
manual
Low
Manual
Total
High non manual 82 71 54 55 61
Low non manual 15 10 13 19 14
High manual 3 19 32 23 22
Low manual 1 3 3
Total 100
15
100
118
100
141
100
118
100
392
P > .05
b) FEMALE PUPILS
Father's Occupation
High non Low non High Low Total
manual manual Manual Manual
Female pupils'
occupational
aspirations
High non manual 70 48 50 43 49
Low non manual 30 52 44 52 48
High manual 6 4 3
Low manual 1 1
Total 100 100 100 100 100
33 103 124 89 349
P < .001
Gender differences in occupational aspirations among
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pupils from all social backgrounds are shown in Table 10.13a and 
Table 10.13b. A higher percentage of both male and female pupils 
from non manual backgrounds, as opposed to manual backgrounds, 
aspire to high non manual occupations. Table 10.13b shows that 
parental background has a significant effect at P < .001 among 
female pupils. However, overall fewer girls than boys aspire to 
higher non manual occupations, 49% of girls as against 61% of 
boys (Table 10.14a and 10.14b).
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TABLE 10.15
PUPILS' OCCUPATIONAL ASPIRATIONS BY FATHER'S OCCUPATION (PERCENT)
a) MALE PUPILS
Father's Occupation 
High non Low non High 
manual manual manual
Low
manual Total
Male pupils' 
occupational 
choice
Engineer 40 29 22 30 28
Doctor 7 6 9 10 9
Teacher 3 5 10 6
Pilot 27 21 14 6 14
Nurse 2 1 1
Air stewardess 1 1 1
Diplomat 2 1 1
Driver 1 3 1
Mechanic 7 9 22 13 15
Sewing 1 0.2
Economist 4 2 1 2
Veterinary sur. 1 0.2
Clerical 2 1 4 2
Electrician 8 7 6 7
Soldier 7 2 1 1 1
Priest 1 0.2
Architect 2 1 1
Biologist 1 0.2
University Lect. 7 1 3 2 2
Nothing partic. 1 0.2
Civil construct. 1 1 1
Artist 7 2 1 1 1
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Singer
Journalist
Total
P > .05
100
15
100
125
1
1
100
148
100
128
0.2
1
100
416
b) FEMALE PUPILS
Father's Occupation
High non 
manual
Low non 
manual
High Low Total
manual Manual
Female pupils
occupational’
aspirations
Enginneer 8
Doctor 28
Teacher 6
Pilot
Nurse
Air stewardess 14 
Diplomat 3
Mechanic 
Tailor
Economist 17
Veterinary Surg. 3 
Linguist 3
Clerical
Electrician 3
Biologist
University lect.
Artist
Singer
Journalist
12
25
9
2
12
19
1
11
27
11
2
7
1
1
1
2
1
1
5
2
20
16
15
2
12
12
7
4
2
11
13
24
11
2
13
13
1
1
2
3
1
1
7
1
1
1
1
1
1
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Total 100 100 100 100 100
36 113 137 91 377
P < .05
Table 10.14b demonstrates that more female pupils from non 
manual backgrounds as against manual backgrounds aspire to 
become doctors, economists, veterinary surgeons, linguists and 
air stewardesses. Whereas, a higher percentage of female pupils 
from manual as opposed to non manual backgrounds prefer to become 
teachers, nurses, and secretaries.
Regarding male pupils, Table 10.14a shows that more 
pupils from non manual than manual backgrounds aspire to become 
engineers, pilots and university lecturers. More pupils from 
manual than non manual backgrounds aspire to become teachers, 
nurses, mechanics and electricians. In chapter 9, the overall 
gender differences in pupils' aspirations were discussed. It was 
shown that more female than male pupils aspired to low non manual 
occupations, such as teaching and clerical jobs. More male than 
female pupils aspired to high non manual occupations. Skilled 
manual jobs, such as mechanic and electrician, were preferred 
more by male than female pupils.
Peil (1982) in a study carried out of Form 5 and Form 6 
(equivalent to the tenth and eleventh grades in Mozambique) 
pupils attending Secondary Schools in the Gambia, Ghana, 
Mauritius, Nigeria and Sierra Leone found that pupils from high 
socio-economic status homes had higher aspirations than those 
from low socio-economic status homes. But the relationship be­
tween socio-economic status and aspirations disappeared for male 
pupils when the quality of the school was controlled. Female 
pupils from high socio-economic status backgrounds maintained 
their high aspirations in low quality schools. The findings from
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the present study are consistent with Peil's findings regarding 
the greater influence of parental background on female pupils' 
occupational aspirations.
After controlling for the independent effects of school 
attended, there was no change in the relationship between 
father's occupation and pupils' occupational aspirations. The 
same patterns as shown in Table 10.14 seem to apply, with
more pupils from non manual as against manual backgrounds
preferring non manual occupations(Table Appendix 3.10). The most 
significant fact to emerge was that the majority of pupils from 
both non manual and manual backgrounds aspire to non manual
occupations.
10.6 Father's Education and Pupils Occupational Aspirations
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TABLE 10.15
PUPILS' OCCUPATIONAL ASPIRATIONS (COLLAPSED INTO HIGH NON MANUAL, 
LOW NON MANUAL, HIGH MANUAL, HIGH MANUAL, LOW MANUAL) BY FATHER'S 
EDUCATION (PERCENT)
Father's Education
Pupils' Occupational 
aspirations
No school 
or first 
to third 
grade
Fourth
grade
Fifth
to
Ninth
Tenth
and
Above
Tota!
High non manual 50 52 60 64 55
Low non manual 35 29 28 26 30
High manual 
Low manual
15 17
2
12 10 14
1
Total 100 100 100 100 100
P >. 05
151 . 273 255 84 763
Table 10.15 summarizes the general picture regarding the 
relationship between father's education and pupils' occupational 
aspirations. As can be seen from the table, 64% of pupils, 
whose fathers have completed secondary and further education, as 
opposed to 50% of pupils, whose fathers have not completed
Primary education, aspire to high non manual occupations. 
Slightly more pupils whose fathers have low levels of 
education, i.e., Primary education or less, aspire to engineer­
ing, teaching, nursing and clerical occupations. They also 
aspire to skilled manual occupations, for example, occupations 
such as mechanic, tailor and electrician. High non manual occupa­
tions such as that of doctor, pilot, economist and journalist
are preferred by more pupils whose fathers have completed
secondary and further education, than those pupils with fathers
314
who have not completed Primary education.
TABLE 10.16
OCCUPATIONAL ASPIRATIONS BY FATHER'S EDUCATION (PERCENT)
a) MALE PUPILS
Father's Education 
No school Fourth Fifth Tenth Total
Pupils' occupational 
aspirations
or first 
to third 
grade
grade to
ninth
grade
and
above
High non manual 61 55 65 71 61
Low non manual 13 18 14 7 15
High manual 26 26 21 22 24
Low manual 1
Total 100
85
100
149
100
134
100
31
100
399
P > .05
b) FEMALE PUPILS
Father's Education
Pupils' occupational 
aspirations
No school 
or first 
to third 
grade
Fourth
grade
Fifth
to
Ninth
Tenth
and
above
Total
High non manual 33 48 55 60 49
Low non manual 62 45 45 38 47
High manual 5 7 2 3
Low manual 1 1 1
Total 100
66
100
124
100
121
100
53
100
364
P < .05
Tables 10.16a and 10.16b shows the relationship between 
father's education and pupils' occupational aspirations, for 
boys and girls. Father's education appears to be more closely 
associated with female pupils aspirations than with male
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pupils' aspirations. Sixty percent of female pupils with fa­
thers who have completed post secondary education aspire to high 
non manual occupations while only 33% of pupils with fathers who 
have not completed Primary education aspire to these occupations. 
These differences in occupational aspirations were significant at 
P <. 05 level.
Clignet and Foster (1966) found no significant occupa­
tion and education and levels of occupational aspirations of 
pupils. However, the one exception was father's education which 
did show a significant correlation with the occupational 
aspirations of Form 4 girls. The relationship was in the pre­
dicted direction, girls whose fathers have less than five years 
of education having lower aspirations than girls with fathers of 
higher education. This study in Mozambique confirms that 
father's education is more closely associated with female pupils' 
than with male pupils' aspirations. Girls whose fathers have 
secondary education having higher aspirations than girls with 
fathers of lower education. It is possible that Mozambican 
fathers' with higher educational levels are likely to value the 
education of both girls and boys and are therefore likely to 
encourage their daughters to stay on at school and aspire to high 
non manual occupations. It would appear that class based subcul­
tures affects the level of education and kinds of occupations to 
which female pupils in Mozambique aspire.
After controlling for the type of school attended, the 
general pattern is for pupils whose fathers have secondary and 
post secondary levels of education to demonstrate higher levels 
of occupational aspirations than pupils whose fathers have less 
than five years of education (Table Appendix 3.10).
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10.7 Pupils' Occupational Aspirations and Mother's Education 
and Occupation.
It is important to consider the relationship between 
pupils' aspirations and mother's education and occupation as 
well as father's education and occupation, as the class 
subculture in a home could depend on the education and 
occupation of both father and mother.
As has already been noted in the present study the 
majority of pupils from all social backgrounds wish to pursue 
semi-professional or professional jobs. However, a few 
differences can be noted between the different social groups. A 
higher percentage of pupils with mothers who have no education or 
have studied up to only third grade aspire to become engineers, 
teachers and mechanics. Pupils whose mothers have secondary and 
further education are more likely to aspire to become doctors, 
pilots, economists and linguists than pupils whose mothers have 
lower levels of education.
Tables Appendix 3.11 to 13 summarize the general picture 
regarding the relationship between pupils' occupational aspira­
tions and mother's occupation. The tables only relate to the 
one-third of mothers with salaried jobs. As can be seen from 
Tables Appendix 3.12 and Appendix 3.13, the differences are sig­
nificant. It can be seen that more pupils from non manual back­
grounds, as against, manual backgrounds, aspire to high non 
manual occupations, 73% of pupils from a low non manual back­
ground as opposed to 40% of pupils from a low manual background, 
aspire to high non manual occupations (P <.01). Again the over­
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all picture is that of pupils from all backgrounds preferring 
non manual occupations.
TABLE 10.17
PUPILS' OCCUPATIONAL ASPIRATIONS BY MOTHER'S EDUCATION 
(PERCENT)
Mother's education
Pupils' occupational 
aspirations
No school 
or first 
to third 
grade
fourth
grade
fifth
to
ninth
Tenth
and
above
Tota!
High non manual 52 52 62 71 55
Low non manual 30 34 29 15 30
High manual 16 13 9 12 14
Low manual 2 1 2 1
Total 100 100 100 100 100
P < .05
353 187 190 34 764
Table 10.17 indicates that 71% of pupils whose mothers have 
completed secondary and further education aspired to non manual 
occupations as compared to 52% of pupils with mothers of lower 
educational levels. These differences are significant at P<.05. 
When Table 10.17 is compared with Table 10.15, it can be seen 
that the relationship between father's education and pupils 
occupational aspirations (Table 10.15) follows the same pattern 
as that of mother's education, in that 64% of pupils who have 
fathers with secondary and further education aspire to high non 
manual occupations. Fifty per cent of pupils with fathers who 
have low levels of education aspire to high non manual occupa­
tions .
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TABLE 10.18
PUPILS',OCCUPATIONAL ASPIRATIONS BY MOTHER'S EDUCATION (PERCENT)
a) MALE PUPILS
Mother's education
Pupils' occupational 
aspirations
No education 
or first to 
third grade
Fourth
grade
Fifth
to
Ninth
Tenth
and
Above
TotaJ
High non manual 57 61 68 72 61
Low non manual 13 18 13 11 14
High manual 28 21 19 17 24
Low manual 2 1
Total 100
207
100
95
100
79
100
18
100
399
P > .05
b) FEMALE PUPILS
Mother's education
Pupils' occupational 
aspirations
No school 
or first 
to third
Fourth
Grade
Fifth
to
ninth
Tenth
and
above
Total
High non manual 45 42 57 69 49
Low non manual 53 50 41 19 47
High manual 1 7 3 6 3
Low manual 1 6 1
Total 100
146
100
92
100
111
100
16
100
365
P < .01
Again no significant differences were found 
between the occupational aspirations of male pupils and 
mother's education (Table 10.18a), but Table 10.18b shows a 
statistically significant relationship between mother's education 
and female pupils occupational aspirations. The relationship
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was in the predicted direction, 69% of girls whose mothers have 
completed secondary and further education aspired to non manual 
occupations as opposed to 45% of girls whose mothers have 
less than five years of education. These differences are signifi­
cant at P < .01 level.
While not all well educated parents send their children to 
school, girls who enter school tend, more so than do boys, to 
come from relatively well-educated and high-income families. Such 
findings tend to be explained in market terms. Thus, as long as 
resources are scarce, the potential return to a family's invest­
ment decision continues to be more likely to have a greater 
impact if a son is educated (Mbilinyi, 1973; Smock,1977; Bowman
and Anderson, 1980; Kinyanjui, 197S; Mwiria, 1985; World Bank,
1988). Other explanations put forward are cultural. For, exam­
ple, Mbilinyi (1973) suggests that in some rural settings parents 
are afraid that schooling will make their daughters discontented 
and even immoral. In Mozambique, it is known for some parents 
to regard their daughters education as an investment to be repaid 
on marriage, through "lobolo" (bride price) while others regard 
it as a waste of money (Tempo, 1982). No study has been carried 
out in Mozambique comparing the attitudes of fathers' with
different levels of education and different occupations towards 
the education of their daughters (Personal communication, Vice 
Minister of Education, 1986, Maputo, Mozambique).
The responses of the pupils in the sample may bear 
little relation to the final occupational destination since
all pupils will be placed in jobs through governmental 
structures. They do, however, indicate the most desired
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occupations and the relationship between vocational aspirations 
and social background. Parental occupation and education had 
some influence on pupils' aspirations but the majority of the 
pupils from all social backgrounds wished to pursue non manual
occupations. The late President Samora Machel, in an address to 
secondary school students urged them not to despise manual work.
He. went on to say that during the colonial period
"Our children grew up with a deformed picture of the
world composed of those destined to govern and those 
destined to serve, where the educated work with their 
heads and despise the uneducated who perform with their 
1978d:25;AT).
During the school vacations students are supposed to work on 
school improvement and community projects. The University 
students have to participate in the "July Activities" when 
students ts help peasants in harvesting crops. According t<
Frelimo the value of this exercise was to "combat isolationist 
academic tendencies and the development of elitist attitudes
that do not fit in with the realities of an independent 
Mozambique" (Machel, 1978J:27;AT) . It was a deliberate attempt to 
destroy the barriers between the intellectual minority and the
illiterate majority.
10.8 Theoretical Considerations and Conclusions
This chapter has attempted to examine the association 
between Mozambican secondary school pupils' aspirations on the 
one hand and parental occupation and education on the other. The 
findings have been discussed comparatively with those of other 
studies. It was felt that the most relevant comparisons could be 
made with other studies in Africa although interesting
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similarities were seen to exist between the findings of this 
study and similar studies in Britain and the United States. The 
discussion also examined the findings within the Mozambican 
societal context.
Predictably, the occupational aspirations of pupils were 
influenced by their social backgrounds, though perhaps to a 
lesser extent in Mozambique than in more developed countries and 
in non-Socialist African countries. It is evident that the choice 
of a teaching career is significantly influenced by social 
background and tends to be chosen more frequently by pupils 
from manual backgrounds. This finding confirms virtually all the 
evidence derived from other societies concerning teaching as a 
career. It constitutes almost invariably a first step in the 
process of upward mobility for less privileged groups, but its 
importance declines among individuals with higher social status 
origins. Pupils from manual backgrounds also show a preference 
for nursing and clerical jobs, as well as skilled manual 
occupations. Pupils from non manual backgrounds show a marked 
preference for jobs as doctors, pilots, university lecturers, 
diplomats and economists.
A significant relationship was found between levels of parental 
occupation and education and levels of educational and 
occupational aspirations of female pupils. The relationship was 
in the predicted direction - girls whose fathers have less than 
four years of education having lower aspirations than girls with 
fathers of higher education. Although these differences were 
found, it is noteworthy to point out that the majority of the 
pupils from all social backgrounds wish to pursue semi- 
professional or professional jobs.
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These findings are consistent with the existence of class 
based subcultures which could determine pupils educational/ 
occupational aspirations. The effects of class subcultures were 
in evidence at all educational levels and not just at the 
lower educational levels. However, as the majority of pupils 
from all backgrounds aspire to non manual occupations, it is 
likely that the common experience of secondary education is an 
important determinant of occupational attitudes.
CHAPTER ELEVEN 
CONCLUSIONS OF THE STUDY
This chapter provides a summary of the main findings and 
conclusions of the study. It examines the implications of the 
findings and puts forward some suggestions for further
research.
11.1 A Summary of the findings and conclusions
The present study was carried out in Maputo, the capital
of Mozambique. The findings can not be generalised to other 
provinces of Mozambique. The central goals of this study were 
to explore the relationship between Mozambican secondary school 
pupils' academic achievement and occupational aspirations on the 
one hand and selected factors in their socio-economic and cul­
tural background on the other. In addition it has sought to 
examine the influence of schools on pupils' academic achievement 
and aspirations. The study was predicated on the assumption that 
a socio-economic disadvantage is also an educational disadvan­
tage which may subsequently be translated into poor school 
performance. In order to test the overall general hypotheses 
that: a) a positive relationship exists between pupils' academic 
achievement and the occupation and educational level of their 
parents as well as the acculturation level of the home; and b) a 
positive relationship exists between pupils' occupational and 
educational aspirations and parental occupation and education, 
data were assembled for 829 pupils in six different secondary
schools in Maputo, Mozambique, during the school year 1986.
There was a rapid expansion in education enrollment immedi­
ately after Mozambique gained Independence from Portugal in 1975. 
One of the negative consequences of this rapid expansion was that
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academic quality (as measured by the examination system in every 
grade) had fallen; and drop out and failure rates were high 
(Deble, 1986).
The hypotheses on which this study are based are outlined 
in Chapter 5 and the findings are discussed in chapters 6 to 10. 
In the following section, the author will summarize and highlight 
the major findings.
There were significant differences between the Frelimo 
school and the other five schools in the sample, which were: the
Polana, Francisca Manyanga, Josina Machel, Noreste Urn and Lhan- 
guene schools. The Frelimo school was an elite school in terms 
of the background of the majority of its pupils, as measured by 
parental occupation, education and the language spoken at home. 
The Frelimo school was also better endowed than the other schools 
in the sample in terms of physical resources and facilities, size 
of classes and the qualifications and experience of the teachers 
and the headmaster. The Frelimo school was found to be differ­
entiated from the other schools in their repetition rates. A 
higher percentage of pupils attending Frelimo school, as against, 
pupils attending the other schools in the sample had not failed 
any grades at school. It is plausible to argue that the Frelimo 
school has the best results due to the privileged background of 
the majority of the pupils attending the school as well as the 
quality of physical and pedagogical resources available within 
the school. "Since children of higher SES attend schools with 
better (teaching and physical) resources, school influence could 
largely be an extension of home influence. However, differences 
in facilities of the school have a contribution to make." (Niles, 
1981:427).
No substantial differences were found between the other five
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schools in the sample, in the quality of physical and pedagogi­
cal, resources and in the repetition rates.
In the first hypothesis it was anticipated that there 
would be a significant association between academic achievement 
and parental occupation and education. This hypothesis was con­
sistent with studies conducted in some developing countries 
(Cooksey, 1978; Niles 1981;). But other research in developing 
countries (for example, Heyneman, 1979) suggests that socio­
economic status is not very important in academic achievement 
because there is less differentiation by home and language, 
parental expectations and classes. The analysis of the data 
revealed patterns consistent with Niles' research findings. 
Academic achievement in Mozambican secondary schools was signif­
icantly associated with levels of parental education and parental 
occupation. The general cultural environment of the home is 
likely to vary according to parental education and occupation and 
this will tend to help children from non manual backgrounds at 
school. Whereas, some writers (for example, Heyneman, 1981) have 
argued that class subcultures are in the formative stage in 
Africa, others (Blakemore and Cooksey, 1981) have argued that 
this is not the case and that subcultural factors are increasing 
in importance in Africa. In Mozambique, the data on school 
achievement indicates that there are marked differences in the 
cultural capital which different families can provide. For exam­
ple, a higher proportion of children from non manual as against 
manual backgrounds speak Portuguese at home. The association 
between the academic achievement of Mozambican secondary school 
pupils and the language spoken at home will be discussed later in 
the chapter.
The second hypothesis predicted a significant associa-
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tion between Mozambican pupils' academic achievement and other 
indicators of social advantage such as nutrition, housing, and 
material goods possessed. These variables were included in one 
of the four major categories associated with school performance, 
(material exogenous variables), put forward by Tedesco (Tedesco, 
1983). The second hypothesis was consistent with studies
conducted by Malekele (1981) in Tanzania and Lockheed et. 
al. (1989) in Malawi, that showed the existence of close associa­
tions between material deficits and low levels of academic 
achievement. The Mozambican data showed a significant associa­
tion between pupils' academic achievement and the following 
variables: the size of their house (as measured by the number of 
rooms in the house), number of material goods possessed, and the 
presence of electricity in the house.
Some studies have shown a close relationship between 
academic achievement and cultural exogenous variables (parental 
attitudes and support, parental education and language patterns) 
(Tedesco, 1983). The findings of the present study show that 
pupils' academic achievement was inversely related to parental
interest and encouragement, that is, pupils who failed the most
grades at secondary school also had parents who showed the most 
interest in their child's academic progress at school. Ques­
tions relating to parental interest in the child's progress at 
school were answered by the sampled pupils and not by their 
parents. It is plausible to argue that parents with children who 
have failed many grades in the past are likely to show greater 
concern in their child's school work than those parents with
children who have not failed many grades at school.
It was predicted that one of the cultural exogenous 
variables, the language spoken at home (mentioned in Tedesco's
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(1983) classification of the variables associated with school 
performance), would have a significant influence on Mozambican 
pupils' academic achievement. The study demonstrated that pupils 
who spoke Portuguese at home were less likely to fail at second­
ary school than those pupils who spoke one of the Mozambican 
tribal languages..Further analysis of the relative importance of 
the language spoken at home as opposed to father's education, on 
the proportion of grades failed at school, showed that the gener­
al trend is for pupils, who spoke Portuguese at home as against 
those who do not, to repeat less grades at secondary school. 
Thus, when Portuguese is not spoken at home, there is no signifi­
cant relationship between father's education and pupils' academic 
achievement. The same pattern seemed to apply among pupils whose 
mothers have different educational levels, after controlling for 
the independent effect of the language spoken at home. Analysis 
of the data on the relative importance of the language spoken at 
home as opposed to father's occupation on pupils' academic 
achievement, showed that when Portuguese was spoken at home, a 
significant association was found between pupils' academic 
achievement and father's occupation. However, this association 
was not found among pupils who spoke another language at home.
These findings highlight the influence of speaking Portu­
guese at home on the academic achievement of Mozambican secondary 
school pupils. It is generally agreed that the completion of 
grade 4 provides the basic competence in Portuguese, enabling 
Primary school graduates to use Portuguese in its spoken and 
written form (Goncalves, Louzada and Meijer, 1982). The findings 
of the present study suggest that the use of Portuguese at home 
is closely associated with academic achievement at the secondary 
level. The Mozambican government had always expressed concern at
the low pass rates at primary and secondary school level, and the 
acquisition of literacy in a second language had been singled out 
as one of the important areas to be studied. A study carried 
out by the National Institute for the Development of Education in 
Mozambique showed that competence in Portuguese was important for 
children starting Primary school, especially on those cognitive 
aspects believed to be critical for school learning. It was found
that among children who had developed competence in their first
language (one of the Tribal languages) and who had to learn 
Portuguese as a second language in primary school, their second 
language restricted them to the use of less cognitively complex 
functions (INDE,1982).
The majority of the pupils speaking Portuguese at home came 
from non manual backgrounds. The tribal languages of Ronga and 
Changane were more likely to be spoken by pupils from low manual 
backgrounds. It follows that whatever advantages are to be gained 
from speaking Portuguese at home, they will accrue primarily to 
those children from non manual backgrounds.
During the colonial period, the ability to speak Portu­
guese was synonymous with "being civilized" for the black Mozam­
bican. The attitudes prevalent during the colonial period with
regard to the ability to speak Portuguese are still very strong
today. At Independence Portuguese was retained as the only lan­
guage of instruction, to create greater national unity. Although 
a report compiled by UNESCO in 1982 was critical of the language 
policies adopted by the Mozambican government, and recommended 
the use of Mozambican languages in education, the Mozambican 
government continued to insist on the maintenance of Portuguese 
as the language of instruction. The findings of the present study
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suggest that this decision favours those pupils from the more 
privileged backgrounds. In addition, the data suggests that the 
use of Portuguese at home has a greater influence on academic 
achievement than either parental occupation or education. It 
therefore follows that in order to improve the pass rates of 
Mozambican secondary school pupils, the government would need to 
revise its language policy and reconsider UNESCO's recommenda­
tions about the use of Mozambican languages in education. Other 
studies in Africa (for example, Cooksey, 1978) have highlighted 
the importance of the language spoken at home on school achieve­
ment. The pass rate among elite children who spoke French at home 
was higher than those children who did not speak French at home 
(Cooksey, 1978).
The evidence from the present study would appear to suggest 
that a distinct class structure is emerging in Mozambique with 
the result that the academic achievement of Mozambican secondary 
school pupils is increasingly a reflection of class background. 
It is argued that class based subcultures affect attitudes to­
wards the education system and have an influence on the chances 
of educational success. The present study used a broader range of 
family background indicators and more culturally valid indicators 
of Mozambican pupils social and material background, than had 
been used in some of previous African studies (for example, 
Heyneman, 1975) .
In Mozambique no national data exists on which to 
base a discussion of family background and academic achievement. 
One of the general principles of the Education System in Mozam­
bique is that education should be made an instrument for rein­
forcing the governing role of the proletariat in alliance with 
the peasantry (Machel, 1978). Furthermore, it was stated that
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children of workers and peasants should have priority with regard 
to access to secondary school. Rigorous selection procedures were 
applied, in age, results and social class for entrance to general 
lower and middle secondary education. However, these criteria can 
often be contradictory, especially age of graduation and excel­
lence of results as against social class, so children of peasant 
extraction are probably most disadvantaged on these criteria.
The analysis of the Mozambican data would appear to indicate 
that children from non manual backgrounds perform better than 
children from manual backgrounds. It therefore follows that 
children from non manual backgrounds will be more likely to go on 
to further education and better job prospects. Hence reinforcing 
the class divisions, despite Frelimo's attempt to discriminate 
positively in favour of the "proletariat” and the "peasants". 
The study showed that the decision to use Portuguese as the only 
language of instruction in education favoured those pupils from 
the more privileged backgrounds, referred to by Frelimo as the 
aspirants to the bourgeoisie. According to Johnston, et. al., 
(1987), the school examination system reinforced the advantage 
Portuguese gave to the aspirants. Hanlon (1984) points out that 
it is the children of the elite who do best at school, and who 
are likely to go to university. As the main entrance into state 
employment is from higher levels of schooling, language and 
examination policy will tend to increase the numbers of aspir­
ants, especially in central administartion, and to delay Freli­
mo's goal of changing the class representation in the state;
Given, all these tensions and problems in the education 
system, it is important to look at the positive contributions of 
Mozambique's education system. During the first post-colonial 
years, the education system suddenly included more women as well
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as masses of previously excluded people from less privileged 
backgrounds. More people were included in education and graduated 
during the first ten years of independence than during the entire 
500 years of Portuguese presence; from 1975 to 1983, the illit­
eracy rate was reduced to 70%. Although the educational expansion 
was mainly at the primary level, attention is also being devoted 
to further expanding and improving higher levels of education.
The second part of the study dealt with Mozambican pupils' 
educational and occupational aspirations. It was anticipated that 
there would be a close relationship between Mozambican pupils' 
aspirations and parental education and ocupation. This was ex­
pected because it was argued that although class-based subcul­
tures were much less in evidence in Africa than in the West, 
subcultures were having some effect on educational and occupa­
tional choice. The hypothesis was consistent with studies in 
Ghana (Bibby and Miller, 1969) and Kenya (Hughes and Mwiria,
1989). Other authors, for example, Cooksey (1981), consider that 
the effects of class subcultures on pupils' occupational aspi­
rations will decrease as pupils move up the educational lad­
der.
The analysis of the Mozambican data revealed patterns con­
sistent with the hypothesis. More pupils from non manual, as 
opposed to manual backgrounds aspired to go to university. A 
higher percentage of pupils whose fathers had completed upper 
secondary and further education aspired to go to university than 
pupils with fathers who had lower levels of education. It must be 
noted, however, that although educational aspirations were sig­
nificantly associated with father's education and occupation, the 
most significant fact to emerge was that the majority of pupils 
from all social backgrounds wished to pursue a university course
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after leaving school.
A close association was found between pupils' educational 
aspirations and mother's education. This association was 
stronger for girls than for boys. Over 80% of female pupils .with 
mothers who have completed secondary education aspire to pursue 
a university course compared to less than 50% of female pupils 
with mothers who have not been to school or have not completed 
Primary education. A plausible explanation for this finding is 
the existence of class based subcultures in Mozambique,, with 
mothers acting as role models for their daughters and encouraging 
them to pursue a university course. These patterns are consist­
ent with research in other developing countries (Kelly, 1984).
With regard to the occupational aspirations of Mozambican 
secondary school pupils, these were found to be uniformly high. 
Pupils from all social backgrounds showed a marked preference for 
occupations of a professional or semi-professional type. However, 
some differences were found between pupils, in that over 70% of 
pupils from high non manual backgrounds aspired to high non 
manual occupations, compared to 50% of pupils from low manual 
backgrounds. A detailed analysis of the data, indicated that 
pupils from non manual backgrounds showed a greater preference to 
become doctors, pilots, economists, veterinary surgeons, lin­
guists, diplomats and university lecturers than pupils from 
manual backgrounds. Pupils from manual backgrounds showed a 
greater preference for teaching, nursing, engineering and cleri­
cal jobs, as well as skilled manual jobs (mechanic, electrician 
and tailor). The analysis revealed patterns consistent with the 
results of research carried out by Clignet and Foster (1966) in 
Ghana, where teaching was preferred by pupils from lower social 
backgrounds and medicine was preferred by pupils from higher
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status families.
With regard to gender differences in occupational 
aspirations, the findings indicate that there is a distinct 
tendency for both boys and girls from non manual backgrounds to 
aspire to high non manual occupations, while pupils from manual 
backgrounds aspire to low non manual and manual occupations. 
These differences are significant for female pupils. However, 
the data shows that overall, fewer girls than boys aspire to 
higher non manual occupations.
A detailed analysis of pupils' occupational choices showed 
that there were some significant sex differences in actual choice 
of occupations. More female pupils from non manual backgrounds 
as against, manual backgrounds aspired to become doctors, 
economists, veterinary surgeons, linguists and air stewardessses. 
More male pupils from non manual than manual backgrounds aspired 
to become engineers, pilots and university lecturers. A higher 
percentage of girls from manual than non manual backgrounds 
prefer to become teachers, nurses and secretaries, whereas, more 
male pupils from manual than non manual backgrounds aspire to 
become teachers, nurses, mechanics and electricians. It can be 
seen that there is some overlap in the occupational choices of 
girls and boys from manual backgrounds, but this does not appear 
to be the case with pupils from non manual backgrounds.
An interesting finding to emerge from the present study is -■ 
that while parental education and occupation tend to predict 
pupils' educational and occupational aspirations, the relation­
ship is less strong for males, and more powerful for females. 
This confirms studies carried out in other developing countries, 
which have shown that the relationship between a child's educa­
tional level and parental education and occupation is stronger
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for females than for males (Weis, 1980; Smith and Cheung, 1982). 
The evidence from the present study suggests that class based 
subcultures affects the educational level and occupations to 
which female pupils in Mozambique aspire. It is possible that 
Mozambican parents with higher educational levels are likely to 
value the education of both boys and girls and are therefore 
likely to encourage their daughters to aspire to pursue universi­
ty courses and high non manual occupations. In Mozambique, it is 
known for some parents to regard their daughters education as an 
investment to be repaid on marriage, through lobolo (bride price) 
while others regard it as a waste of money (Tempo, 1982) . No 
previous study has been carried out in Mozambique, comparing the 
attitudes of fathers' with different levels of education and 
different occupational backgrounds towards the education of their 
daughters (Personal communication, Vice Minister of Education, 
Maputo, Mozambique, 1986).
Another interesting fact to emerge from the present study 
is that the majority of pupils from all backgrounds show a 
preference for non manual rather than manual occupations. It 
appears that despite the late President Samora Machel's speeches 
to secondary school pupils urging them not to despise manual 
work, the most desired occupations among Mozambican secondary 
school pupils are non manual occupations. The high aspirations of 
Mozambican secondary school pupils may be the result of the 
pupil's perception of society and his/her status as a secondary 
school pupil. In chapter one , it was pointed out that those 
pupils who reach the secondary level are the fortunate few. Over 
90% of all Mozambican pupils are concentrated in the Primary 
level(Johnston, et. al., 1987). It follows, therefore, that the 
secondary school pupil is one of the elite of his/her generation
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and his/her self-image has been moulded accordingly. It is also 
likely that the common experience of secondary education is an 
important determinant of occupational attitudes.
The overall gender differences in educational and occupa­
tional aspirations among Mozambican secondary school pupils was 
also examined in the study. The evidence suggests that over 95% 
of both male and female pupils hoped to continue with their full­
time studies after completion of their present grade at school. 
Some sex differences were found with regard to the educational 
level pupils aspired to reach. Although the majority of boys and 
girls aspired to pursue a university course, more female than 
male pupils aspired to study only up to ninth grade. The evi­
dence suggests that, in general, female pupils had slightly lower 
educational aspirations, than male pupils. These findings are 
consistent with findings in other African countries (for 
example, Foster, 1965; Peil, 1982) but the findings for Mozam­
bique showed smaller gender differences.
There were significant gender differences in pupils occupa­
tional aspirations. The data indicated that more boys than girls 
aspired to high non manual occupations. However, this pattern was 
reversed for low non manual occupations, with more female than 
male pupils aspiring to such occupations. Skilled manual jobs 
were preferred by a higher percentage of male than female pu­
pils. A detailed examination of the actual choice of occupations 
showed that more boys than girls opt for scientific and techni­
cal courses. Girls showed far greater interest in occupations 
such as teaching, nursing, air stewardess and clerical but also 
including medicine.
It would appear from this data that there are sex differ­
ences in the educational and occupational aspirations of Mozam­
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bican secondary school pupils. In Mozambique, during the 
colonial times, discrimination against women in general and in 
the education system was practiced as part of policy. Women were 
expected to be homestead-bound producers of cash crops and repro­
ducers of the family. Girls' enrolment in schools was half of 
that of boys' during the colonial period (Gasperini, 1982b). 
After Independence, the Mozambican government carried out cam­
paigns to persuade parents to enroll their daughters in school. 
The government also attempted to tackle the problem of premature 
marriage, which impacts against women's participation in the 
upper grades. The Mozambican government has managed to increase 
female enrolment in the Primary and the lower grades of secondary 
school, but have not redressed sex inequalities higher up (MINED, 
1985b).
The evidence from the present study suggests that eleven 
years after Independence, Mozambican women continue to have 
somewhat lower educational and occupational aspirations than 
their male counterparts. This is consistent with findings from 
other African countries.
11.2 Implications of the Findings
It would appear that efforts to achieve equity by many govern­
ments end up in their having only partial success. Inequality 
based on whatever criteria tends to perpetuate itself even after 
conscious measures have been taken to redress the imbalance.
The data suggest that a higher proportion of pupils from 
manual backgrounds had lower academic achievement levels as 
educational and occupational aspirations than those pupils from 
non manual backgrounds. It appears that lower class children who
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benefit as a result of Mozambican government policy regarding 
criteria for school selection, lose much of their gains when the 
system of exam and language policy is implemented. Unless methods 
of instruction take into account the needs of students with 
poorer preparation (for example, low use of the language of 
instruction, Portuguese, at home) and/or abilities, the groups 
that are supposed to benefit will not reap much, the likelihood 
of the initially weaker students continuing to perform poorly is 
high. If the government is genuinely concerned with creating a 
foundation for a stable and united society, then there is a need 
to identify the problems and to improve the lot of the social 
groups whose educational achievement is low. As the present study 
clearly demonstrates the close association between the language 
spoken at home and pupils' academic achievement, the Mozambican 
government could either encourage schools to provide extra les­
sons in Portuguese for those pupils who speak one of the Tribal 
languages at home or alternatively, the Government could recon­
sider its language policy, and use a Mozambican language as the 
language of instruction, as was proposed by a UNESCO report 
compiled in 1982.
The rapid expansion of education in Mozambique after 
Independence is commendable, but there is a need for the govern­
ment to furnish more resources, such as more qualified and 
committed teachers, classrooms, equipment, and so forth, in all 
schools. The present study clearly showed that from the six 
schools sampled, the Frelimo school was better equipped and had 
teachers with higher levels of education and more experience than 
the other five sampled schools. It also had higher levels of 
educational achievement than the other schools included in the 
study.
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In 1982, opening the school year, the late President 
Samora Machel addressed himself almost exclusively to pupils' 
parents, claiming that too many now considered the education of 
their children to be entirely the state's problem, in which they 
felt no reason to intervene. He demanded that parents ensure that 
pupils did homework, dressed properly, arrived on time, etc., to 
the extent that parents were told that they would have to indem- 
nize the state for its expenses if their children failed or 
dropped out.
" We will not allow parents to be irresponsible now that 
the education of their children is fully paid by our 
People's State " (Machel, 1982a:6).
In the official analysis of Mozambican pupils' lack of 
academic success, pupils who were repeating grades at school were 
identified as coming from backgrounds where parents did not show 
any interest in their children's work and did not encourage them 
to do well at school. However, the findings from the present 
study indicates that those pupils' who failed the most grades at 
secondary school also had parents who showed the most interest in 
their progress at school, assessed by the frequency and reason 
for parents' visits to schools and help with school work. But, a 
significant relationship was found between academic achievement 
and other measures of family background, such as parental educa­
tion and occupation, language spoken at home and the material 
environment of the home. These substantive issues are important 
for the formulation and evaluation of educational policies. 
While improved educational opportunity in post Independent Mozam­
bique attacks the very roots of social inequality by increasing 
access to education, the Mozambican government should be aware of 
the other constraints, discussed in the present study, on indi­
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vidual pupils. The Mozambican government could design educational 
programs that take into account the family background character­
istics of pupils. These programs might include the provision of 
extra lessons in Portuguese for those pupils who do not speak 
the. language at home.
11.3 Limitations of the Study.
It would not be possible to draw any conclusions on the 
determinants of pupils' academic achievement from the results of 
a single study, especially a study which did not take into con­
sideration some of the conventional measures of school achieve­
ment such as standardized tests on specific subjects. Academic 
achievement in the present study was measured by repetition rates 
and not by pupils' performance in different subjects, for exam­
ple, Portuguese and Mathematics. With these main limitations in 
mind, the author can identify the variables which were most 
significantly related to pupils' academic achievement in the 
analyses performed. The research found significant associations 
between pupils' family background variables and the proportion of 
grades failed at secondary schools.
Due to time and financial constraints, as well as the war, 
it was impossible to cover the whole secondary school population 
in Mozambique. It was only possible to cover six out of the 
twenty secondary schools in Maputo. A sample of over 800 pupils 
in the schools covered were surveyed. Therefore, one has to treat 
the findings as suggestive rather than conclusive.
The study did not examine the issues relating to the 
internal life of the schools and the classrooms, teacher atti­
tudes, motivation, dedication, and teacher-pupil interaction. The 
schooling variables that were examined in the study related
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mainly to what Tedesco (1983) refers to as material endogenous 
variables that is, the schools material and human resources, 
class size as well as some cultural endogenous variables, such as 
teachers' training and experience.
11.4 Recommended Areas for Further Research
Some of the areas for further research are as follows:
a) In Mozambique, female pupil representation decreases as one 
moves up the educational ladder. An investigation of parental 
attitudes towards the education of their sons and daughters, 
teacher attitudes and the general social attitudes could illumi­
nate the causes of low female representation higher up the educa­
tional ladder.
b) The question of urban class subcultures has remained almost 
totally unexplored in Mozambique. Subcultures are an important 
index of class crystallization, or an idealisation of material 
inequalities and as as as such are worthy of independent study.
The conclusions reached in the present study are only sug­
gestive. More research should be undertaken in other urban as 
well as rural parts of Mozambique.
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APPENDIX 1
QUESTIONNAIRE ADMINISTERED TO MOZAMBICAN SECONDARY SCHOOL 
STUDENTS
(TRANSLATED FROM THE PORTUGUESE)
I am carrying out a study on secondary education in 
Mozambique, and am particularly interested in finding out the 
kind of problems you have faced since you completed primary 
school.
I would also like to know what course or career you would like 
to pursue after completing secondary education.
This questionnaire is not an examination. There are no right or 
wrong answers, and you should, therefore, be as accurate as 
possible in your replies. You can be sure that your replies will 
be treated as strictly confidential. Please answer the 
questions in the order in which they are given, so that you will 
not forget any.
Do not copy from your neighbour, it is your opinion that is 
important and not the view of others. You will see that you do 
not have a lot to write. Most of the time it will be enough to 
indicate your views by putting a small cross in a box, like this 
X. If you have any difficulty, please raise your hand, and I 
shall come to help you. Please answer the questions calmly and 
try and try not to leave out any question.
1. Name
2. Male 
Female
3. Date of Birth
4. Where were you born? Province
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District
Suburb
Country
5. What is your address (road and suburb)?
6. (a) Have you lived in any other place before you came to
Maputo? (Do not include your place of birth).
Yes
No
(b) If your reply is "Yes" indicate: Province
District
Suburb
Country
7. (a) Have you lived in the country?
Yes
No
If your reply is "Yes" indicate for how long _______
(b) Have you lived in the city?
Yes
No
If your reply is "Yes" indicate for how long
8. What is your maternal language?
9. What is the present occupation of your father? Describe in 
as much detail as you can the type of activity in which he is 
currently engaged, or in which he was engaged if he is dead, 
retired or presently unemployed._________________ _________________
10. Who is (or was) his employer?
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The state. Which firm or ministry_______________ _
Private company. Which one?________________________
For an individual. Who?____________________________
Self-employed_______________________________________
Not known
11. (a) Does your father speak Portuguese?
Yes No
(b) Does your father read and write Portuguese?
Yes No Don't know
12. (a) Does your father speak another language other than
Portuguese?
Yes No Don't know
(b) If your reply is "yes" indicate the language
(c) Does your father read and write the language 
indicated above?
Yes No Don't know
13. (a) How much education did your father have? (Put an X in
the box that best describes how far he went in school) 
Did not go to school
1 class (Primary school)
2 class (Primary school)
3 class (Primary school)
4 class (Primary school)
5 & 6 class (Primary school)
7-9 class (secondary school)
•10-11 class (secondary school)
Did he continue to study after secondary school? If 
so, what did he study?
(b) Did he have any other type of training course?
Yes No Don't know
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14.
but
15. 
(b)
16.
17.
(c) Is he still studying?
Yes No
If "Yes" state what he is studying
What work does your mother do? (If not living write "dead" 
state what her main work was before her death)
Housewife
Housewife, but earns money through selling things that 
she grows or makes.
Has a job for which she is paid. If so, what does (or 
did) she do? _________________ ___________________________
(a) Does your mother speak Portuguese?
Yes No
Does your mother read and write Portuguese?
Yes No Do not know
(a) Does your mother speak another language other than 
Portuguese?
Yes No
(b) If your reply is "Yes” indicate the
language_________________
(c) Does your mother read and write the language 
indicated above?
How much education did your mother have? (Put an X in the 
box that best describes how far he went in school)
Did not go to school
1 class (Primary school)
2 class (Primary school)
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3 class (Primary school)
4 class (Primary school)
5-6 class (secondary school)
7-9 class (secondary school)
10-11 class (secondary school)
Did she continue to study after secondary school? If so, 
what did she study? _______________  v__________
(b) Did she have any other type of training?
Yes No Don't know
(c) Is she still studying?
Yes No
If yes, what is she studying___________________________
18. (a) How many brothers and sisters do you have (only list
those of same mother, same father)?
Number of brothers 
Number of sisters
(b) How old are the brothers and sisters and how much 
education do they?
Brothers Sisters
Age Grade completed Age Grade completed
1.        _ _
2 .        _________________
3. ________________________    _ _ _ _ _  ____________
4. _______  _______________  _______  ________________
5.
(c) If any of your brothers or sisters work, what kind of job do 
they have?
Brothers Sisters
Age Job Age Job
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1 .
2 .
3.
19. (a) Does your father have more than one wife at present?
Yes No
(b) If your answer is "yes", how many children does he
have? _______________
(c) Is your father responsible for other children, other
than his own children? (for e.g., nephews, nieces) 
Yes No
If your answer is "yes", indicate how many children:
20. When you have a problem you need to talk over with someone,
to whom do you go most often? (Put an X in one box)
Father Brother Friend
Mother Sister Teacher
Both parents Other relatives Other
If Other, specify
21. (a) Do you have any of the following items at home? (Put an
X in the box next to the item you possess).
Radio
Record player
Cassette recorder
Television
Refrigerator
Cooker
Iron
Sawing' machine
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Drawing- room furniture
Dining- room
Bicycle
Motor cycle
Motor car
(b) Do you have electricity linked to your house?
Yes No
(c) How many rooms do you have in your house? (Include the 
kitchen but not the bathroom) :_______________________ _
22. (a) What do you regularly read at home?
Daily newspapers
Magazines
Books
(b) What do you prefer to read?_________ In the case of
magazines and books, indicate which
subject:_______________
23. How often do you eat breakfast?
Always
Frequently
Sometimes
Never
24. How often do you eat mid-morning?
Always
Frequently
Sometimes
Never
25. How often do you eat lunch?
Always
Frequently
Sometimes
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Never
26. How often do you eat dinner?
Always
Frequently
Sometimes
Never
27. Do you get hungry at school?
Always
Frequently
Sometimes
Never
28. How much time does it take you to get to school?
10 minutes or less 
20 minutes 
30 minutes 
45 minutes 
One hour or more
29. How do you normally come to school?
By car 
By bus 
By bicycle 
Walk
30. (a) Did you ever repeat a grade in school?
Yes No
(b) If your answer is "yes", which grade did you repeat?
(c) If you have repeated more than one grade give each 
one?___________________________
31. (a) Have you failed any subjects at secondary school?
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Yes No
(b) If your answer is "yes", which subjects did you fail and 
in which grade
Subject Grade
32. (a) How many days were you absent from school last year?
None
One to two days 
Three to six days 
Seven to fifteen days 
Sixteen or more days
(b) Was your absence due principally to (Put one X in one 
of the boxes)
Illness
Household duties
Do not like to go to school
Other reasons. Specify _____________________
33. Which person in your family is most concerned with your 
education? (Put one X in one of the boxes)
Your father 
Your mother 
Both parents 
Other person 
Nobody
34. Do you wish to continue studying next year?
Yes No
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35. What level of academic success do your parents expect you 
to reach at school?
One of the best pupils in the class
Above average
Sufficient to pass 
Do not know
36. How often did your father or mother attend parents-teachers 
meetings at school last year?
Never
Sometimes
About half the meetings 
Most of the meetings 
Don't know
37. How often do your parents discuss your academic work with 
your teachers?
Frequently
Sometimes
Never
38. How often do your parents discuss your school work with 
you?
Every day
More than once a week
Less than once a week
39. Do ypur parents wish you to continue with your studies?
Yes No Do not know
40. How many people live in your house? (include 
yourself)________
41.(a) Do you help in the housework during the week days?
Yes No If necessary
(b) If your reply is "yes" or "if necessary", indicate how
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much time you spend in doing the housework
Less than one hour
One hour 
Two hours
Three to four hours 
More than four hours
42. Do you help in housework at week-ends?
Yes No If necessary
43. Do you get interrupted frequently when you study at 
home ?
Yes No
44. How much time do you spend studying at home?
No time or hardly any time
About half an hour each day
About one hour each day
About two hours each day
About three or more hours each day
45. How often do you parents check if you are studying at home
Always
Frequently
Sometimes
Never
46 (a) Does anybody in your house help you with your homework 
Yes No
(b) If your reply is "yes" state who________________ __
47. Do you have a room in the house where you can study without 
being interrupted?
Yes No
48. What is the highest educational level you want to reach?
Ninth grade 
Eleventh grade
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49. 
like
50.
51.
52.
53.
54.
55.
Technical/Professional training .
University course
(a) If you could choose your occupation, what would you most
to be? _____________________________________________________
(b) Why did you choose this occupation?_________________ _
How often do your parents discuss your future with you?
Always Sometimes Never
What kind of work does your father want you to do when
you leave school? ____________ ____________________ _____
How often do you get bored at school?
Almost always 
Frequently 
Occasionally 
Rarely
What standard do you wish to reach at school?
Very good 
Good
Sufficient
Indifferent
What would you feel if something happened and you had to 
stop going to school?
Satisfied 
Not worried 
Sad
Try and continue
Do everything possible to stay on at school
Do you belong to any organization, association, or cultural 
or recreational club?
Yes No
If your reply is "yes" specify:___________________________
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56. How much free time do you have during the week to pursue 
your own interests?
Between one and five hours 
Between six and ten hours 
Between eleven and fifteen hours 
Between sixteen and twenty hours 
More than twenty hours
57. (a) What is your father's religion?
Catholic
Protestant
Moslem
Other. Specify_____________
No religion
(b) How often does he attend religious services?
Often 
Sometimes 
Very little 
Never
58. (a) What is your religion?
Catholic
Protestant
Traditional
Moslem
Other. Specify _____________________
(b) How often do you attend religious services?
Often
Sometimes
Very little
Never
59. What is the language most spoken at home?
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Portuguese
Ronga
Changane
Other. Specify ____ ___________________
60. How well do you think you did in school last year?
One of the best in my class
Above the average level in the class
Average level in the class
Less than average level in the class
One of the worst in the class
61. In what class were you last year?
62. What benefits do you hope to obtain from your education?
Enable me to get a job in the city
Enable me to negotiate business transactions
Improve my social status
Become an influential person
Other. Specify__________________
63. (a) Of the secondary school subjects which you have studied,
which three do you like best? (Put them in the order you 
prefer them)
1.________________
2.  
3.________________
(b) In which three subjects do you get your best results?
1. _________________
2.  
3. ________________
(c) In which three subjects do you get your worst results? 
1.
2.
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3.
Thank you for your co-operation.
- 1 - (
Estou a realizar tun estudo sobre ensino secunddrio em Moqanbique, e sinto-me 
particularmente interessada em conhecer o tipo de problemas que vocAs enfren- 
tam desde que completaram a escola primdria,
Gostaria tamb6m de saber qual o curso ou carreira que pretendem seguir depois 
de completarem o ensino secunddrio.
Este questiondrio ndo 4 uma prova de exame. Ndo existem respostas certas ou 
errasas, portanto deves responder com o mdximo de precisdo possivel. Podes 
ter a certeza que nenhum pessoa que ndo esteja a trabalhar no projecto ird 
ler o que escreveste. As respostas sdo estrictamente confidenciais. Por favor 
responde As perguntas na ordem em que te sdo colacadas, para que ndo esrrue9as 
de alguma, •
Ndo copies do teu vizinho, a tua opinido 4 que 4 importante e ndo o pont# de 
vista dos outros. Verds que ndo tens muito para escrever. A maior parte das 
vezes dards o teu ponto de vista colocando simplesmente uma prquena cruz como 
este. X . (Se tiveres alguma dificuldade, por favor, levanta a tua mdo, que eu 
virei para te ajudar). Eesponde com .calma e tenta responder a todas as 
perguntas.
1. N o m e ________ ____________ ____________
\ i Masculino 
i n  Feminino
3. Data de nascimento _ _ _ ______;_______
4. Onde nasceste ? Prov&acia _ _ _ _ _ ______________
Distrito _________________.
Bairro . .
Pais _________________ -
5. Qual 4 a tua residAncia (rua e bairro)? . . . .
6* (a) Jd viveste num outro sitio antes de vires para Maputo? (Ndt inclui o 
local de nascimentm.)
| i Sim
n  H&O
(b) Se a resposta for Msim,f indicas ProvAncia . .
Distrito' _ _ _ _ _ _ _ _ _
Bairro .-
P a i s ____________________ _
- 2‘- ' 3SS
7. (a) Viveste no campo?
_Sim 
D nSCo
Se a resposta for ;isimu indica por quanto tempo
(b)Viveste na cidade?
1 !sim
O hSo
Se a resposta for S,simi! indica por quanto tempo ___ __________
Q• • Qual 5 a tua lingua m a t e m a ?  -
9# Qual d a ocupaqSo actual do teu pai? Descreve em que consiste o seu trabalho
(Qual era no caso de ter falecido ou se encontrar desempregado)_______ :
10, Para quern trabalha o teu pai? (ponha um x num dos quadrados) a Aparelho estatal. Qual a empresa ou ministdrio______n Companhia privada, Qual d?
nPara um patrSto. Quern?
.Por conta prdpria (ex. machambeiro, cantineiro,etc)
I i NSo sei
111. (a) 0 teu pai fala portuguds?
! I Sim [H]NSo
(b) 0 teu pai le e escreve portugues?
:— ^Sim i 1 NSo L 1 NSo sei
12. (a) 0 teu pai fala alguma outra lingua aldm do portugues?
... ill]. Sim U__I NSo d N S o  sei
(b) Se a resposta for :Jsimw indica a lingua
( c ) 0 teu pai 16 e escreve a lingua acima indicada?
□  Sim 1____ !NSo I InSq sei
13. .(a) Qual d o nivelnnadLdmica do-teu pai? (ponha um x num dos ..quadrados)
nSo foi k  escola
  i 1 classe (escola primdria)
f----! 2 classe (escola primdria)
|— 1 3 classe (escola primdria) ; 
i 1 4 classe (escola primdria)
I ' _! 5 e 6* classe (escola primafia)
_ -3 ST
□  7 - 9  classe (escola secundaria)
Q i o . 11 classe (escola secunddria)
I I Depois do ensino secunddrio continuou a estudar? Diga o que
(b) Ele ftequentou algum curso de formaq&o?
! [Sim j INdo I iNdo sei
Se '"'sim!; diga qual foi o curso »
(e)Ele ainda estd a estudar?
i— I Sim I — J-NSo
Se "sim” diga qual 6 o estudo '
14** Qual 6 a ocupaqdo da tua mde? (Se ndo estiver viva panhai"falecida”, mas
diga-nos qual era a sua actividade principal) Ponha um x num dos quadrados
I j Domdstica
I___j. Demdstica, mas tern alguns rendimentos da machamba ou de. outras
 . coisas que vende
i i
I 1 Tern trabalho com vencimento fixo. --
Diga c que faz?__________________________________________ _
15. (a) A tua mae fala portugues?
j j Sim | i Nao-
(b) A tua mae le e escreve portugues?
□ s i m  r - [ Nan j I Nae sei . . '
16. (a) A tua mae fala alguma outra lingua alem do portugues?
j jsim l 1 Nao
(b) Se a resposta for "sin11 indica a lingua
(c) A tua mae le e escreve a lingua acima indicada?
o.im |____L Nao | ! Nao sei
17. (a) Qual * o nivel aoad&nico da tua mae? (ponha um x num dos quadrados)
I j nao foi a escola
1 classe (escola primaria)
2 classe (escola primaria)
3 classe (escqla primaria)
4 classe (eseola primaria)
_ 5 * 6 elasse (escola secundaria)
,7 a 9 classe (escola secundaria)
10 a 11 classe (eseola seeundaria)
Depois do ensino seeundario eontinuou a estudar? Diga o que
- 4 -
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(>) Ela frequentou algum eurso de forma9ao?
rT | Sim |___) Nao CUjNao sei
(e) Ela ainda esta a estudar?
I !Sim I | Nao
S® "simP", diga qual £ • estudo _ _ _ _ _ _ _ _ _ _ _ _ _
i (a) Quantos irmaos tens (aponta s6 os da mesma mae e do mesmo pai)
 f
 ! ndmero de irmaos
 [mimero de irmas
(b) Qual A a idade dos irmaos e dao irmas e qual h o nivel de estudo deles?
IRMAOS IRMAS
IDADE NIVEL DE ESTUDO IDADE NIVEL DE ESTODO
1.      1.   ’ ________
2.      2._ _  _
5. _______  .   3. ___ __ ______________
4. ________   4._______ ________ ___
5. ________  •__________ I 5._______ _______________
(e) Se algum dos teue iimaos trabalha*indica a idade e o trabalho deles. 
IRMAOS -IRMAS
IDADE TRABALHO IDADE TRABALHO
1. __    ' ‘l.   "
-  •* *
2. _ _    2.   ___
3. ______    3. .   .
)* (a) Neste momento o teu pai tern mais de uma mu,jLher?
5____ | Sim I . l Nao
(b) Se a resposta for "sim", diga quairtos filfyjs ele tem:____________
(e) 0 teu pai 6 responsdvel por outras crianpaa para aldm des seus filhos?
(p. ex. filhos da irma, ips^o ou cunhado)
I j Sim . I j  Nao m m
■ 4 -♦ '•
Se a resposta for nsimH, diga quantos filhos: — .....   .....
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20, Quando tens problemas e queres falar com algudm, com quern & que falas 
normalmente? (ponha unj. x num dos quadrados)
 [ pai | 1 irmao ! [ amigo
1 I mae__________J___j irma L___I professor
ambos os I \ •utros familiares  ^ 1 outros
Especifique
21, (a) Tu tens os scguintes haveres em casa? (Marque earn o x os que tiver)
Ridio
Giradiscos
Gravador
Televisao
Geleira
1 i. Fogao (deque tipo)
I ■■ - ■ —  >
l.____! Ferro de engomar (de que tipo)
t____: M&quina de costura
I S Mobilia de sala de visitas
! ! Mobilia de sala de jantar
Bicicleta
I ■ Motorizada
tH i Carro
(b) Tens electricidade ligada em tua casa?
 ^ ;Sim □  Nao
(c) Quantos quartos tern a tua casa? (inclui a cozinha mas nao a casa de banho):
12, (a) Que se le habitualmente em tua casa? 
I j Jomais didrios
i__ 1 Re vistas
T---!
{___LLivros
(b) Que mais te agrada ler? • No caso de re vistas
e livros« indica sobre que assunto: __ _ _ _ _ _ _ _ _____________
23. Costumas tomar o pequeno alrnoqo?
1___! Sempre
| 1 Muitas vezes
1 I hs vezes
□  nunca
56Z
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4* Costumas matabichar? 
LZJ. Sempre
Muitas vezes
/
As vezesn
I illunca
15# Costumas almoqar?
i iSempre
• [Muitas vezes
CjlB vezes
tZZjHunca
26. Costumas jantar?
a Sempre
1 'Muitas vezes
i LAs vezes
llunca
27* Sentes fome quando estds na escola?
i
JSempre
Muitas vezes
jAs vezes
•Nunca
28. Quanto tempo 6 que levas da casa para a escola?
1------j
J___510 minutos ou menos
I 120 minutos
I---j
i___130 minutos
" i U s' minutos- •
luma hora ou mais
-  7 - 3 ^ 3
29• Como 6 que tu normalmente vens para a escola?
i j. de carro
O  de autocarro
!___1 de bicicleta
j___!de motorizada
CZZHa pd
l.„. Joutro meio (espedf.i.que)
30. (a) J& alguma vez reprovaste na escola?
1 j Sin 1 1 NSo
(b) Se a resposta for ”simw, diga em que classe i  que chumbou
(c) Se reprovaste mais de uma vez especifica as . classes_____
31. (a) Reprovaste em algumas disciplines na escola secundaria?
J  1 :---- r I
I : \ Sim________j____ [ NSo
(b) Se a resposta for ,;simM,. diga quais as disciplines e em que classe 
Discipline. Classe
32. (a) Quantos dias & que faltaste d escola no ano passado?
I - .I nenhum
1 "" 1
j____I .1 ou 2 dias
I I 3 a 6 dias
7 a 15 dias 
16 ou mais dias
(b) As tuas faltas deveram-se principaljnente a (ponha um x num dos quadrados)
, 1 - 1 Doenqa
L I Tare fas em casa
\ 1 Cumprimento de certos ritos ou costumes tradicionais.
Especifique qual >
NSo go’s tar de ir d escola
Outros motivos. Se assim for especifique
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33* Quern 6 que se preocupa muito com a tua educaqSo na famllia? (ponha um x num 
dos quadrados)
i 1 o teu pai 
.a tua mSe
Loutra pessoa. Quern? _______ ___
'---1 Ningugm
34* fesejas continuar os estudos no proximo ano lectivo?
□ • s lm m o
35• Qual g o aproveitamento que os teus pais esperam de ti na escola?
um dos melhores alunos da turma 
.acima do nivel.mgdio da turma 
o suficiente para passar de classe 
n*o sei
36. Quantas vezes g que o teu pai ou mile assistiu, no ano passado, As reunites de 
pais na escola?
i I Nenhnma vez
Uma vez ou on.tra 
Cerca de netade das reunites 
.A maior parte do.e. raunioes
j_NTfo sei
37. Os teus pais costumam converrar com os teus professores?
muitas vezes 
as vezes 
..nunc a
38, Os teus pais costumam fazer-te perguntas acerca do teu trabalho na escola?
I I todcs os dias
1 | mais de uma vez por semana • •
 [ mencs de-uma .vez...por semana
39* -Os: teus pais pretendem que continues os teus estudos? 
Sim __ ir&o NSo sei
40* Quantas pessoas vivem na tua casa? (conta contigo tambgm)
41. (a) Tu a judas nos trabalhos de casa. nos dias em que tens aulas?
Sim ______  Nao  Se for necess.drio
00
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Se a resposta for ;,'sim:i ou se :,for necessdrio11, diga quanto tempo 6 que 
dispendes por dia ajudando nos trabalhos caseiros
. n menos de uma hora
a uma hora
C = L  duas horas 
i l l  tres a quatro horas 
O  mads de quatro horas
42. Tu ajudas nos trabalhos caseiros aos fins de semana?
t u  Sim i _ . ! NSo 1 ' 1 Se for neeessdrio
Se a resposta for ‘'sim” ou "ss fm» ■npruaRg^ .-rin" diga quanto tempp 6 
que dispende ________________ |______________________
43* Interrompem-te com frequ&ncia .quando estudas em casa?
I 1 Sim ! 1 m o
44* Quanto tempo 6 que dispendes a estudar fora da escola, num dia normal de 
aulas?
I r
Quase nada ou nada
_]_ Cerca de meia hora por dia 
J Cerca de uma hora por dia 
d  Cerca de duas horas por dia
1 ~~~j Cerca de tres ou mais horas por dia
45* Qs teus pais verificam se estudasteem casa
J Sempre
• Muitas vezes
i As vezes
1 Nunca
46. (a) Alguem em casa te ajuda com o trabalho da escola?
Sim ____1 NSo
(h) Se a resposta for ;;simt} diga.quem
47. Tens um sltio em casa onde possas estudar sem ser interrompido?
m  Sim i In Sq
48... At£ que classe 6 que queres estudar (ponha um x num dos. quadrados)
9 classe 
11 classe
L Ensino tdcnico/profissional 
Curso universitdxio
3  a
- 1 0 -
(a) Se pudesses escolher a tua profissSo, o que gostarias de ser?
(b) Porque 6 que escolhes esta profiss§Co?
Os teus pais falam contigo sobre o teu futuro? 
i— 1 •Muitas vezes I 1 As vezes I 1 Nunca
Qual 6 a profiss&o que o teu pai quer que desempenhes quando acabares os 
teus estudos? ____________________________ ;_______________•________ _ _
Aborreces-te nas aulas?
' 1 Quase sempre
1  ^ Muitas vezes
j De vez em quando
J Raramente
Qual 6 o nivel que pretendes atingir na escola?
Muito bom 
Bom
Suficiente 
Tanto faz
Como 6 que te sentirias se aoontecesse alguma coisa e tivesses que inter­
romper as aulas?
Satisfeito (gostaria de desistir) 
n3o me preocupa 
1 | ficava triste
I 1 havia de tentar continuar
i ~ ~ r  faria todos os possiveis para ficar na escola
Pertences a alguma organizaqSo, associaqSo, ou clube cultural ou recreativo? 
(p. ex. OJM, clube desportivo, clube de teatro)
S im  L HSo
Se marc ares i,simw especifica
36?
56. Quanto tempo 1-ivre tens para-te divertires e fazeres outras coisas que te 
interessem ao longo da semana?
 1 Entre uma e cinco horas
t Entre seis e dez horas v
\ Entre onze e quinze horas
I Entre dezasseis e vinte horas
 I Mais de vinte horas
57* (a) Qual 6 a religiSo do teu pai?
"”"1 Catdlico
Protestante 
Tradioional 
1 1 Hugulmana
□  IslSmica.
Outra. Especifique 
Nao 6 -religiose
(b) Quantas vezes 6 que o teu pai ass.iste a actos religiosos?
i— Muitas vezes 
j As vezes 
J -poucas vezes 
1 Nunca
58. (a) Qual 6 a tua religiSo?
I 1 Catdlica
! ! Protestante
1 1 Tradicional
i ~ l  Muqulmana 
I IslSmica
1 I Outra. Especifique
1 1 Nao sou religioso
(t>) Quantas vezes 6 que assistes a actos iceligiosos?
I I Muitas vezes 
I~  ^ As vezes
I I Poucas vezes 
i—  ! Nunca
-12.-
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* Qual 6 a lingua mais falada em casa?
60
61
J Portugues 
Ronga 
ZL Changane
□  Outra# Especifique
• Qual era o teu aproveitamento escolar no ano passado?
.'I.___ [ um dos melhores na minha turma
! I acima do nlvel mddio da turma
i I no nlvel mddio da turma
! ■ abaixo do nlvel mddio da turma
I I quase um dos piores da turma
• Em que classe estavas o ano passado? _____ _
62* Que beneflcios ou resultados esperas obter dos teus estudos?
I I PermitirSo ter um emprego na cidade 
^-~l Poderei dirigir um negdcio
I Melhorard o meu estatuto social 
] Tomar-me uma pessoa influenta na sociedade 
Outros. Especifique_________  ■ ■________
63. (a) Pas disciplinas que estudaste na escola secunddria quais s2o as tres que 
mais gostaste? (indica^-as por ordem de preferencia)
1.
2 ..
3.
(b) Indica as tres disciplinas em-que tiveste melhor resultado?
1.  _
2._____________
3.  ________ ___
(c) Indica as tr§s disciplinas em que tiveste pior resultado
1. __________
2. _ ■ _______
3 . ______________
Fl
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APPENDIX 2
INTERVIEW SCHEDULE FOR THE HEADMASTERS
Personal data: age; qualification; experience.
Characteristics of teaching staff: age; nationality; 
qualification; experience.
School environment: general characteristics; school
facilities - buildings, equipment, resources, textbooks.
Pupils: total number of pupils;number of pupils in each 
grade.
Evaluation system: promotion system.
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APPENDIX THREE
TABLES REFERENCED FROM CHAPTER TEN
1 TO REACH BY FATHER':
TABLE A3.1
HIGHEST EDUCATIONAL LEVEL PUPILS ASPIRE
EDUCATION (PERCENT)
a) MALE PUPILS
Father's Education
No education Fourth Fifth Tenth Total
Educational level or first to Grade to ninth and
pupils aspire third grade Grade Above
Ninth Grade 5 6 5 3 5
Eleventh Grade 20 15 13 3 14
Technical course 20 17 23 13 19
University course 55 62 59 81 62
Total 100 100 100 100 100
92 157 146 31 426
P > .05
b) FEMALE PUPILS
Father's Education
Educational level 
pupils aspire
No education 
or first to 
third grade
Fourth
Grade
Fifth 
to ninth 
Grade
Tenth
and
above
Total
Ninth Grade 13 12 14 5 12
Eleventh Grade 20 22 16 12 18
Technical course 11 12 11 10 11
University course 56 54 59 73 59
Total 100 100 100 100 100
71 130 133 60 394
P > .05
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TABLE A3.2
HIGHEST EDUCATIONAL LEVEL PUPILS ASPIRE TO REACH BY FATHER'S
EDUCATION IN THE FOLLOWING SCHOOLS:
a) FRANCISCA MANYANGA
Educational level 
pupils aspire
Father's 
No education 
or first to 
thirdGrade
Education
Fourth
Grade
Fifth
to
Ninth
Tenth
and
Above
Total
Ninth Grade 12 9 6 5 8
Eleventh Grade 24 7 6 16 10
Technical course 12 11 18 5 12
University course 52 73 70 74 70
Total 100
17
100
56
100
50
100
19
100
142
P > .05
b) LHANGUENE
/
No education Fourth Fifth Tenth Total 
or first to to and
third grade Ninth above
Educational level 
pupils aspire
Ninth Grade 11 15 13 12
Eleventh Grade 19 20 16 29 19
Technical course 16 12 7 11
University course 54 53 64 71 57
Total 100 100 100 100 100
40 61 45 7 153
P > .05
c) FRELIMO
No education Fourth Fifth Tenth Total
or first to Grade to ninth and
third grade above
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Educational level 
Pupils aspire
Ninth grade 5 6 3 5
Eleventh grade 33 29 12 4 14
Technical course 17 11 17 15 15
University course 50 57 65 78 66
Total 100
12
100
21
100
52
100
40
100
125
P > .05
d) POLANA
Educational level 
pupils aspire
No education 
or first to 
third grade
Fourth
Grade
Fifth 
to ninth 
grade
Tenth Tota^ 
Grade 
and above
Ninth grade 8 11 15 8 11
Eleventh grade 19 32 24 8 24
Technical course 17 11 17 7 14
University course 56 46 44 77 51
Total 100
48
100
54
100
54
100
13
100
169
P > .05
e) JOSINA MACHEL
Father's Education
Educational level 
pupils aspire
No education 
or first to 
third grade
Fourth
Grade
Fifth 
to ninth 
Grade
Tenth 
grade 
and above
Tot.
Ninth Grade 4 3 4 4
Eleventh Grade 13 13 18 14
Technical Course 20 20 18 14 19
University Course 63 64 60 86 63
Total 100 100 100 100 100
24 61 51 7 143
P > .05
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f) NORESTE UM
Educational level 
pupils aspire
Ninth Grade
Eleventh Grade
Technical course
University course
Total
Father's Education 
No education Fourth 
or first to Grade 
third grade
9 6
23 15
14 24
54 55
100 100
22 34
Fifth Tenth Total 
to ninth and
Above
19 20 11
7 14
33 20 24
41 60 51
100 100 100
27 5 88
P > .05
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TABLE A3.3
AMOUNT OF TIME PUPILS' SPEND STUDYING AT HOME BY FATHER/ S 
OCCUPATION (PERCENT)
Father's Occupation
High Non 
Manual
Low Non 
Manual
Time spent 
in private 
study
Less than 
half hour
Half hour
One hour
Two hours
Three hours 
or more
Total
23
31
32
100
52
8
20
27
29
16
100
237
High Low 
Manual Manual
8
Total
21
32
26
13
100
284
22
33
21
15
100
220
8
21 
31 
2 6
14
100
816
P > .05
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TABLE A30.4
PUPILS' ATTITUDES TOWARDS HAVING TO STOP THEIR EDUCATION BY
FATHER'S OCCUPATION (PERCENT)
Father' s Occupation
High Non- 
Manual
Low Non 
Manual
High
Manual
Low
Manual
Total
Satisfied 1 3 2 2
Not Worried 4 2 2 1 2
Sad 13 20 23 23 24
Try and 
Continue
Great
17 28 21 .30 24
attempt to 
stay on
65 48 50 44 49
Total 100 100 100 100 100
P > .05
52 237 286 220 795
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TABLE A3.5
STANDARD PUPILS WISH TO ACHIEVE AT SCHOOL BY FATHER'S OCCUPATION
(PERCENT)
Father's Occupation
Standard 
Pupils 
wish to 
achieve
High Non 
Manual
Low Non 
Manual
Cler­
ical
High
Manual
Low
Manual
Total
Very Good 54 46 58 55 50 53
Good 44 44 29 34 41 37
Sufficient 3 8 6 5 5
Indifferent 2 7 6 5 4 5
Total 100 100 100 100 100 100
52 96 142 286 220 819
P > .05
377
TABLE A3.6
TIME SPENT BY PUPILS IN PRIVATE STUDY BY FATHER/S EDUCATION
(PERCENT)
Father's Education
No Education Fourth Fifth to Tenth to Total
or first to grade ninth further
third grade grade education
Time spent 
in private 
study
Less half 
Hour
10 8 6 9 8
Half hour 23 21 22 19 22
One hour 30 33 28 25 30
Two hours 23 22 30 31 26
Three hours 
or more
14 16 13 16 15
Total 100
163
100
285
100
281
100
91
100
820
P > .05
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TABLE A3.7
PUPILS' ATTITUDE TOWARDS CONTINUING SCHOOL BY FATHER'S EDUCATION
(PERCENT)
Father's Education
No Education Fourth Fifth to Tenth grade Total
or up to third Grade Ninth and above
Pupils
attitudes
towards
stopping
school
grade grade
Satisfied 4 2 1 1 2
Not worried 2 2 2 1 2
Sad 25 23 25 21 24
Try and 
continue
23 27 22 20 24
Do everything
possible to 
stay on
45 46 51 57 49
Total 100 100 100 100 100
163 288 280 91 822
P > .05
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TABLE A3.8
STANDARDS PUPILS WISH TO REACH. AT SCHOOL BY FATHER'S e d u c a t:
(PERCENT)
No education 
or first to 
third grade
Fourth
Grade
Fifth
to
ninth
Tenth
and
above
Total
Standards pupils 
wish to reach
Very good 60 51 51 51 53
Good 33 37 38 43 37
Sufficient 6 5 6 1 5
Not bothered 2 6 5 6 5
Total 100 100 100 100 100
163 288 281 91 823
P > .05
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TABLE A3.9
PUPILS' OCCUPATIONAL CHOICE BY FATHER'S OCCUPATION IN THE 
FOLLOWING SCHOOLS:
a) FRANCISCA MANYANGA
Father's Occupation
Pupils' Occupational 
choice
High non 
manual
Low non 
manual
High
.manual
Low
Manual
Tot
High Non Manual 100 85 72 64 77
Low non manual 8 12 14 10
High manual 5 16 22 12
Low manual 2 1
Total 100
5
100
54
100
43
100
28
100
130
P >.05
b) LHANGUENE
Father's Occupational choice
Pupils' occupational 
choice
High non 
manual
Low non 
manual
High
manual
Low
manual
Total
High non manual 67 53 38 47 15
Low non manual 33 34 39 35
High manual 33 14 26 12 18
Low manual 2 2 1
Total 100
3
100
30
100
58
100
51
100
142
P . . 05
c) FRELIMO
Father's Occupation 
High non Low non high low Tot.
manual manual manual manual
381
Pupils' occupational 
aspirations
High non manual 69 71 67 40 66
Low non manual 28 15 18 50 24
High manual 3 14 13 10 10
Low manual
Total 100 100 100 100 100
32 34 33 10 109
P >.05
d) POLANA
Father's Occupation
Pupils' occupational 
aspirations
High non 
manual
Low non 
manual
High
manual
Low
manual
Tot.
High non manual 50 49 38 40 43’
Low non manual 50 42 52 44 45
High manual 9 10 14 11
Low manual 2 1
Total 100 100 100 100 100
2 55 48 57 162
P . . 05
e) JOSINA MACHEL
Pupils' occupational 
aspirations
Father's Occupation 
High non Low non High 
manual manual manual
Low Total 
manual
High non manual 75 50 66 52 58
Low non manual 25 41 12 30 25
High manual 9 22 15 16
Low manual 2 1
Total 100 100 100 100 100
382
28 59 46 137
P > .05
f) NORESTE UM
Father's Occupation
Pupils' occupational 
aspirations
High non 
manual
Low non 
manual
High
manual
Low
manual
Total
High non manual 100 30 25 52 38
Low non manual 55 42 27 38
High manual 15 29 16 21
Low manual 4 5 3
Total 100 100 100 100 100
2 20 24 27 73
P >.05
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TABLE A3.10
PUPILS' OCCUPATIONAL ASPIRATIONS BY FATHER'S EDUCATION FOR THE
FOLLOWING SCHOOLS:
a) FRANCISCA MANYANGA
Father's education
Pupils' occupational 
aspirations
No school 
or first 
to third 
grade
Fourth
grade
Fifth
to
ninth
Tenth
and
above
Total
High non manual 63 78 80 89 78
Low non manual 6 11 9 11 10
High manaul 31 11 9 11
Low manual 2 1
Total 100
16
100
54
100
46
100
18
100
134
P > .05
b) LHANGUENE
Father's Education
Pupils' occupational 
choice
High non 
manual
Low non 
manual
High
manual
Low
manual
Total
High non manual 44 44 46 57 45
Low non manual 26 41 38 29 35
High manual 31 12 16 14 18
Low manual 2 1
Total 100
39
100
59
100
37
100
7
100
142
c) FRELIMO
Father 
No education 
or first to 
third grade
's education 
Fourth Fifth 
grade to 
Ninth
Tenth
and
above
Total
384
Pupils' occupational 
aspirations
High non manual 46 55 72 71 66
Low non manual 46 35 15 21 23
High manual 8 10 11 8 11
Low manual 2
Total 100 100 100 100 100
11 20 47 34 112
P > .05
d) POLANA
Pupils' occupational 
aspirations
High non manual
Low non manual
High manual
Low manual
Total
P >.05
e) JOSINA MACHEL
Father's education 
No school Fourth 
or first grade 
to third 
grade
41
52
7
100
44
42
35
21
2
100
52
Fifth Tenth Total 
to and 
Ninth above
49
47
4
100
54
31
62
7
100
13
44
46
10
100
163
Father's Education
Pupils' occupational 
aspirations
no school 
or first 
to third 
grade
Fourth
grade
Fifth
to
Ninth
Tenth
and
Above
Total
High non manual 70 54 59 57 59
Low non manual 22 . 24 29 14 25
High manual 4 22 12 29 16
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TABLE A3.11
PUPILS' OCCUPATIONAL ASPIRATIONS BY MOTHER'S OCCUPATION (PERCENT)
Mother's Occupation
Pupils' Housewife Housewife/ Job/
Occupational
Aspirations
Vendor Profession Total
Engineer 19 25 19 21
Doctor 16 13 18 16
Teacher 8 12 4 8
Pilot 9 4 10 8
Nurse 7 9 5 7
Air Stewardess 5 8 8 6
Diplomat 1 1 1 1
Driver 1 1 0 1
Mechanic 10 6 5 8
Tailor 1 1 1 1
Economist 3 2 3 2
Veterinary Surg. 0 1 1 1
Linguist 0 0 2 1
Clerical 5 4 4 5
Electrician 3 5 5 4
Military 1 1 1 1
Priest 0 1 0 0
Architect 1 0 0 0
Biologist 0 0 0 0
University Lect. 2 1 0 1
Civil Construction 0 1 1 0
Artist 1 1 1 1
Singer 0 0 1 0
Journalist 0 1 2 1
Total 100 100 100 100
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365 223 235 820
P > .05 
TABLE A3.12
PUPILS' OCCUPATIONAL ASPIRATIONS BY MOTHER'S JOB (COLLAPSED INTO 
HIGH NON MANUAL, LOW NON MANUAL, HIGH MANUAL, LOW MANUAL)
Mother's Job
Pupils' occupational 
aspirations
High non. 
manual
Low non 
manual
High
manual
Low
manual
Total
High non manual 59 73 58 40 61
Low non manual 29 23 25 32 27
High manual 13 4 17 24 25
Low manual 4 1
Total 100
63
100
69
100
48
100
25
100
205
P < .01
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TABLE A3.13-
MOTHER'S JOB BY PUPILS' OCCUPATIONAL ASPIRATIONS (PERCENT)
Occupational
aspirations
Mother's
High Non 
Manual
Job
Low Non 
Manual
High
Manual
Low
Manual
engineer 15 19 22 22
doctor 18 20 16 7
teacher 3 2 4 19
pilot 12 10 13 4
nurse 9 2 4 4
air stewardness 6 12 9 0
diplomat 1 1 0 0
mechanic 6 2 0 22
tailor 0 0 4 0
economist 4 4 0 0
vet. 1 1 0 0
linguist 1 5 0 0
clerical 3 2 4 4
electrician 6 5 7 0
military 1 1 2 0
architect 0 0 2 0
univ. lecturer 0 0 2 0
civil constr. 0 0 0 4
artist 1 0 0 4
singer 3 0 0 0
journalist 1 4 0 0
Total 100
68
100
84
100
45
100
27
P <.05
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